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Abstract
This thesis reports the case study research on the effectiveness of a revised version of
the original learner training programme which had been integrated into a compulsory English
course at King Mongut's University of Technology Thonburi. The Revised Learner Training
Programme (RLTP) aimed at providing an environment which encouraged learner autonomy
expressed in such features as freedom in learning, an opportunity to make decisions in learning
as well as hands-on experience in independent learning so that the students would develop
positive attitudes towards being autonomous in learning. It also emphasised the use of
metacognitive strategies which helped the students to be self-directed, knowing how to plan,
monitor and evaluate their learning performance.
The data indicated that the students perceived freedom in learning resulting from being
allowed to make decisions in learning, working in groups, and discussing in class. This
experience increased the students' motivation to learn English and encouraged them to adopt a
deep approach to learning which suggested that they were involved in the learning process
actively and interested in the course content. The data indicated an increase in learner autonomy
manifested in students' improvement of their attitudes to independent learning mode and
confidence to learn by themselves, which might encourage them to undertake the self-study in
the self-access centre voluntarily. The data also indicated the effect of the change in relationship
between the teacher and the students which made the students feel closer to the teacher. The
results from the training on how to use metacognitive strategies indicated that the students used
metacognitive strategies more often after the RLTP and they were aware of the usefulness of
metacognitive strategies, especially planning. The data suggested factors that might influence
the effectiveness of the RLTP, e.g. learning environment and hands-on experience.
The implications of the research focus on the development of learner autonomy creating
a closer teacher/student relationship which seemed to be teacher-dependent. Nevertheless, the
dependence came from the reassurance the students needed while moving into a new approach.





This brief introductory chapter gives some details of the background of the
context where the research study was conducted, developments that were involved in the
research study, justification for the research study and the chapter structure. It outlines
the educational system in Thailand in regard to English language teaching and learning.
It also outlines the context of study of the place of English at King Mongut's University
of Technology Thonburi (KMUTT), the site of the case study, the type of students at
KMUTT, the movement for promoting autonomy at KMUTT and how the research
study arose from that context.
1.1. Context
This section covers information about how English language learning has been
recognised in Thai educational system and in the syllabus of King Mongkut's University
of Technology Thonburi (KMUTT) which was the setting of this research study. The
description covers the importance of the National University Entrance Examination
where English is one of the requisite subjects; this helps to explain how English is
regarded by Thai students. It also gives the background to how the concept of learner
autonomy has been accepted and practised at KMUTT.
1.1.1. The Place of English in Thailand
The formal educational level in Thailand is separated into three levels: primary
level (P.1-P.6), secondary level (M.1-M.6) and tertiary level (normally 4 years except
for those who study Medicine, Dentistry and Veterinary; they study 6 years and those
studying Architecture study 5 years) (Department of Curriculum and Instruction
Development, 1996). English teaching has long been established in the Thai educational
system where it is taught as a foreign language. Even though the present curriculum at
secondary level does not require English as a compulsory course, students still take
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English courses in order to pursue higher education. Although English is taught as a
foreign language, it is considered an important tool for jobs and education abroad. It is
also essential for the students to be good at English because it is one of the subjects that
they have to take in the National University Entrance Examination. At present, demands
for the study of modern foreign languages have been increasing since the economic
boom of the 1980's. This has created a demand for individuals who not only are
qualified in their chosen area of professional expertise but also can communicate in
English with colleagues or customers orally and in writing with a reasonable degree of
fluency. Thus, English has become more than just a tool to gain access to modern
technology, it is now regarded as the key to professional advancement (Wongsothorn et
ah, 1996: 94). There is evidence from a month-long survey of the classified ads in three
Thai newspapers, Ban Muang, The Bangkok Post and The Nation Review that as many
as 89.5% of the jobs advertised required English language skills. The respondents in the
study said that the English language was a resource they found crucial and upon which
they relied heavily during their university studies (Thananart, 1996: 69). The media also
plays a role in encouraging the use of English in homes across the country. The
popularity of CNN News and the IBC entertainment and information channels, both in
the mother tongue and in English, has proven that 'globalisation' is rapidly taking place
in Thailand (Wongsothorn et al., 1996: 97).
1.1.2. English at School Level
According to the 1992 Thai National Scheme of Education, foreign languages
are optional from P.5 through the upper secondary level (Wongsothorn et ah, 1996: 95).
Before 1996, English was generally taught from P.3 to M.6 in state schools. However,
some schools especially private schools offer English from P.l. Recently, there was a
change in the English curriculum: from 1996 English has been compulsory from P.l
onwards. In the state schools, the allocation of time to study English is generally the
same nationwide. At primary level, five 20-minute periods of English study/week are
stipulated in the curriculum. At the lower secondary level (M.1-M.3), four 50-minute
periods are offered per week. The study of English is done more intensively when the
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students study at upper secondary level (M.4-M.6). The students have to study eight 50-
minute periods per week. The ratio of English time and total instructional time are 1:15
in elementary school, 2:15 in lower secondary school and 4:15 in upper secondary
school (Wongsothorn et ah, 1996: 96-97). Having talked to the MA students of the
department who teach at secondary school level, the author realised that although the
communicative approach has been emphasised as the main teaching approach to
encourage the students to use the four skills of listening, speaking, reading, and writing,
to communicate, teachers still emphasise reading and grammar because these two
aspects are focused on in the National University Entrance Examination. However,
English teaching varies from school to school. The schools in Bangkok or the other big
cities have more qualified teachers. Students at secondary level study English in order
to meet the requirement to pass the National University Entrance Examination.
Therefore, they have a strong instrumental motivation to study this subject; English is
the subject that most of the students feel it necessary to have tutorial classes in, as well
as in the other main subjects such as Mathematics, Physics, and Chemistry.
1.1.3. National University Entrance Examination
Basically, the students in upper secondary school (M.4-M.6) are separated into
two fields: Science and Humanities. To get a place in the universities run by the
government is considered prestigious and entry is very competitive. Private universities
are easier to enter into. The field of study and the university a student graduates from
determines his/her future prospects. The National University Entrance Examination is
offered once a year and every year only 1 out of 15 students gets a place to study in a
government university. To sit the exam, the students list four choices where they have
to state the faculty and the university they want to study at, placed in rank order.
Objective tests are used in all the compulsory subjects in the examination. Since the
National University Entrance Examination is important for secondary school students, it
affects the way English is taught in secondary school. From an informal talk with the
students while teaching LNG 101, the author found that the teachers in some schools
spend most of their time on reading and grammar which are the two main elements
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found in the examination. It can be said that the format of the examination determines
the teaching in the classroom. The assessment process is done by using objective tests
so that students are familiar with this test-taking procedure.
1.1.4. English at King Mongkut's University of Technology Thonburi (KMUTT)
King Mongkut's University of Technology Thonburi (KMUTT) is a state
university which provides education both at undergraduate and post-graduate levels. At
KMUTT. the Department of Languages in the School of Liberal Arts is responsible for
offering English courses to the students. The importance of English and the extent of
English studied at KMUTT differs from faculty to faculty.
1. It is a compulsory subject for undergraduate students in the Engineering and
Science Faculties. They have to pass English in order to graduate. The
requirement is six, eight or twelve credits depending upon the curriculum of
their departments. According to the curriculum, all the first year engineering
and science students have to take LNG 101 General English for Science and
Technology which is a four-credit course in the first semester. In the second
semester, they can choose one or two out of three courses; namely, Basic
Study Skills, Communicative Writing in EST and Basic Reading in EST.
Apart from completing this requirement, the students regard English as an
instrument to help them understand English texts and get a good job in the
future as revealed from a pilot interview study with the first year students
(see 4.2.3.1.).
2. English is a medium of instruction for undergraduate students studying in the
international programme in the School ofArchitecture.
3. Students who study in the School of Information Technology have to study
English intensively every semester. This programme is at an initial stage
before it becomes a real international programme in the future when it is
hoped that undergraduates from other countries will come to this school and
study through the medium of English.
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4. English is a requirement for the entry to post graduate awards. The post
graduate students have to take an English proficiency examination provided
by the School of Liberal Arts. Those who pass the examination will take one
English course but those who do not pass the examination have to take two
English courses provided by the School of Liberal Arts.
It is obvious that English is regarded as important at KMUTT; it is not only a
compulsory subject but also the medium of instruction in some faculties. Therefore, the
School of Liberal Arts has tried to improve the teaching and learning of English.
Fostering learner autonomy in English language classes has been used in order to help
the students to be effective language learners.
1.1.5. The Promotion of Learner Autonomy at KMUTT
The report of the School of Liberal Arts shows the development of learner
autonomy over the past eleven years (internal memorandum). The teaching staff have
been exposed to the concept of learner autonomy through seminars and workshops since
1988. Some aspects of learner training to help students become more autonomous have
been integrated into every English course (see 3.2.1., 4.2.3.3.1.). The self-access centre,
the facility that provides equipment and materials prepared for students to practise on
and get feedback from working independently was set up to support this movement. In
KMUTT, it is called the Self-Access Learning Laboratory (SALL). The SALL is
recognised by other educational institutions in Thailand as a resource that practises self-
access learning as the mode of learning; staff from other educational institutions pay
visits to the SALL all year round in order to learn about how to set it up and how to
operate it. The work of the SALL is also well known throughout other South East Asian
countries because of a regional conference held in 1994 and an international conference
held in 1996, both organised by the School of Liberal Arts. Seminar participants
requested to see the SALL and some asked for more visits with their colleagues.
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The context at KMUTT obviously allows the investigation of development of
learner autonomy in terms of the available resources and the support from the staff
members of the School of Liberal Arts.
1.2. Development of the Research Study
The Department of Languages has tried to promote learner autonomy in LNG
101 since 1989 when the staff were exposed to the idea of learner autonomy introduced
through seminars and workshops by Mr. Leslie Dickinson. The application of the
concept which was regarded as supporting communicative approaches in teaching
English was seen from the establishment of the SALL and the fostering of learner
autonomy by integrating learner training into every English course including LNG 101,
which was the course where this research study was conducted.
Learner training is the process that helps the students to develop positive
attitudes to learner autonomy and skills that enable them to assume responsibility for
their own learning (Holec, 1981: 22; Dickinson, 1987: 125-126). However, there were
aspects in the learner training programme that need to be developed so that the learner
training process would be more effective (see 3.2.2.). From experience of teaching LNG
101, the author found that the students had not been sufficiently trained to work
independently in a systematic way. There were many aspects of the learner training
programme that needed step by step training and also the purpose of training had to be
made more explicit to the students. Although choices were provided, this was only done
at the last stage of the course. The ordinary teaching and learning process did not give
them enough choices or encourage decision making. Autonomous learners are also
independent learners. At KMUTT, the SALL had been used to promote independent
learning by integrating its use with LNG 101. However, the students have not used it as
expected by the teachers as revealed from the record of users of the SALL; providing a
place for independent learning did not mean that learner autonomy would develop. It
would appear that students need support from the teacher to lead them through
independent learning. In addition, the research by Watson Todd (1996) which was
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conducted with teachers who taught LNG 101 also provided evidence on the weaknesses
of the learner training which had been adopted (see 3.2.2.) in relation to teacher
behaviour which seemed to oppose the development of learner autonomy.
1.3. Justification for the Research Study
This research study aimed at working to solve some of the problems that arose
from the development of learner autonomy in LNG 101 through the use of learner
training and investigating the contributory factors that might affect the students'
development of learner autonomy. The author revised the original learner training by
modifying it and adding new aspects which might be useful for the development of
learner autonomy. The revised learner training programme (RLTP) had to keep many
aspects of the original learner training programme (OLTP) especially those related to
requirements of LNG 101 because the students the author conducted the study with had
to go through the same evaluation system as the other students who took the same
course. Thus, the RLTP was, in practice, an improvement of the OLTP in order to make
the development of learner autonomy more effective.
In addition, the RLTP aimed to help the first year students adjust themselves to
the new learning environment which required that they look for knowledge outside the
classroom. The students needed to manage their time efficiently in order to cope with
both the demands of academic work and extra-curricular activities. To preserve the
traditions of the university and promote bonding and co-operation among students, all
first year students were asked to participate in the activities arranged by their seniors.
They had to stay after school to participate in such activities until 8.00 p.m. for the
whole first month of the semester. As a result, the students complained that they were
tired and had no time to study. The RLTP aimed at helping the students to set goals in
learning and develop a system in learning by using planning, monitoring and evaluating
to handle their tasks. The students had to think about time management when setting up
learning goals and planning their learning. This process would help them to deal with
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the problem of adjusting themselves to the university life and the management of their
time overall.
Another reason why the author chose to conduct the research study when the
students took their first English course was that she thought that developing learner
autonomy in the first semester while the students had to adjust themselves to the
university environment would help them to develop the right attitudes and the ability to
be self-directed learners. The students would learn to analyse their learning objectives,
monitor their performance, and evaluate their learning. In other words, they would have
the opportunity to reflect critically on what they were learning and how well they were
doing. To be self-directed learners, the learners would be active and independent in the
learning process. Not only is self-directedness necessary for English language learning
at KMUTT, it is also useful for university learning and life-long learning.
Helping the students to be self-directed learners, which is the objective of
developing learner autonomy, was regarded as a means of helping the students to meet
their individual needs arising from their different background experiences in the area of
learning. Since university study is the level of study where they choose their future
career, the students have choices even in their field of study to focus on the area in
which they want to specialise in the future. It is important for them to analyse their
needs, set goals and work for these rather than waiting for the teacher to help them. A
student's university experience is regarded as a period of preparation for work in the real
world. Therefore, the more they work in an independent manner, analysing needs,
selecting targets, the better prepared they will be for life after university.
Being autonomous and reflective is important for engineering graduates
especially in this Information Age when knowledge becomes outdated rapidly.
Therefore, they should be trained to develop their ability to apply information, to analyse
situations and see potential for development, to be creative in suggesting ways which
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bring about development, and to evaluate their activities and their proposals which deal
with putting knowledge into practice (Cowan, 1998: 29).
1.4. Context of the Research Study
The research study was conducted in the first semester of 1997 when the students
participating in this study took General English for Science and Technology (LNG 101),
a compulsory English course for engineering and science students. In LNG 101, the
students were required to have five contact hours a week: four hours in class and one
hour in the listening laboratory. The materials used in this course were six units taken
from 'Interface' (Hutchinson and Waters, 1984) (see the materials used in LNG 101 in
Appendix A). The content of the material was semi-technical and aimed at developing
the students' English proficiency in the four skill areas; listening, speaking, reading and
writing. Each unit of Interface consists of four elements: input, content focus, language
focus and task. Input is any piece of communication data such as a text, a dialogue
which provide new language items and a correct model of language use so that the
learners are able to use their existing knowledge and information processing skills to
understand it. Content focus aims at using non-linguistic content to enable the learners
to communicate meaningfully in the classroom. Language focus provides the
knowledge of language which the students can practise how it work so that they are able
to use the language in the task. Task is the main focus of the unit; it is a communication
task where the learners can use the content and the knowledge they have learned
throughout the unit to complete it (Hutchinson and Waters, 1989: 108-109). Although
these students have studied English for at least five years before coming to university, in
previous English lessons they have concentrated more on grammar and reading, which
was the main focus of the National University Entrance Examination. When they study
in LNG 101 which emphasises writing and speaking, the students have to adjust to the
new learning environment.
The first year engineering students who take LNG 101 are 18-20 years of age.
However, they seem to be teenagers more than young adults because in Thai society,
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children are not expected to be independent from their family until they finish education
and have a job to earn their living. With regard to being independent in the learning
process, these students have just finished secondary school where the educational system
is more restricted than the university studies; therefore, they are not used to having
choices in learning. They tend to look up to the teacher for guidance. However, these
students are regarded as good and confident learners in their field of study because
passing the National University Entrance Examination to study in the Faculty of
Engineering in a state university requires them to know how to learn. They have
positive attitudes towards learning and are open to a new teaching/learning system in
their university studies.
1.5. Chapter Structure
Chapter 2 provides a review of the relevant literature. Since the study was
conducted in an English class in the university, the author reviewed the literature of how
developing learner autonomy would contribute to effective learning both in higher
education and in English language learning. Effective learning is defined in terms of
deep and surface approaches to learning. The content of the chapter covers definitions
and terminology used in the area of learner autonomy, discusses the relationship of
developing learner autonomy to effective learning, shows how to develop learner
autonomy which is discussed in relation to learner training, and the roles of the teacher.
How to develop learner autonomy is discussed with reference to English language
learning because those concepts were central to this research study. Relevant research
and practice of providing learner autonomy in various educational institutions are also
discussed because they provided a basis for this research study.
Chapter 3 describes how the author applied the theory and adopted some
elements of the practice of providing learner autonomy in language learning in other
educational institutions to revise the learner training programme which was used as a
tool to develop learner autonomy. The weaknesses of the OLTP are analysed and the
details of activities and comparison between the OLTP and the RLTP are presented.
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Chapter 4 describes the research design. It covers the literature of case study
which was the approach for this study, research methodology, and methods of data
analysis. The discussion of the research methodology covers the research stages, the
research instruments employed in data collection and expansion of the research design.
The description of each research instrument involves a review of the relevant literature,
how it was used, how each research instrument was devised and problems arising from
using it.
Chapter 5 reports the results of the research by presenting the data and its
implications in relation to the literature discussed in Chapter 2. The data which was
obtained from the fieldwork and the follow-up study was presented according to the
areas of the change of the students' attitudes and/or behaviour and the contributory
factors that might affect the students' self-directedness.
Chapter 6 discusses the conclusions of the study, implications of the main points
arising from this study, limitations of the study, direction for further research,
recommendations for development in teaching and learning and for development of





The concept of learner autonomy is broad and involves many aspects of
education. This chapter is a selective review of some of the literature on learner
autonomy, its benefits in higher education and in language teaching/learning and how to
develop learner autonomy. The discussion on how to develop learner autonomy will
focus on a language learning context as it is central in developing this research study.
The concept of learner autonomy to be reviewed in this chapter is summarised in the
following diagram.
Diagram 2.1. the Concept of Learner Autonomy
LEARNER AUTONOMY ► effective learning
(see 2.2.)
















The main focus of this research study was to investigate the relationship between
learner autonomy and learning effectiveness and the underlying assumption was that
increasing learner autonomy of a group of students would result in an increase in the
effectiveness of their learning. The investigation of this assumption through a case
study of a group of students will be described in Chapters 5 and 6. General statements
of this nature raise numerous problems of definition and it is part of the purpose of this
literature review to investigate how these terms have been used in both general
education literature and language teaching literature and to use this literature to assist in
the definition of these terms for the purpose of this research (see 2.1.).
Since the assumption of this research study was that promoting learner autonomy
will result in effective learning, the review of the literature will explore the concept of
effective learning by focusing on students' approach to learning. There was evidence in
the literature that the students adopting a deep approach to learning and those being able
to self-regulate their learning through the use ofmetacognition do better in their learning
(Pintrich and Garcia, 1994: 119-120). The deep approach indicates that the students are
active and intrinsically motivated in learning by trying to understand what they are
learning, linking the ideas learned to their previous knowledge and experience.
Adopting the deep approach to learning is also related to metacognitive awareness
which helps the students to self-regulate their learning (see 2.2.1.).
Although adopting the deep approach to learning will vary across subject areas,
adopting the deep approach to learning English is regarded as desirable because it
involves the students' constructing their own meaning through receptive skills, i.e.
listening and reading where the students have to link what they listen to or read with
their previous knowledge in order to understand the text. In productive skills, i.e.
speaking and writing, the students have to understand the rules and the process of
producing the language requires them to check their understanding of the rules and
convey the meaning which they construct without help from the teacher. Being effective
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language learners also requires the students to be independent and to use metacognition
to evaluate the task they engage in (see 2.2.2. and 2.3.1.3.2.).
Since the context of this research study was developing learner autonomy in an
English language class in a university, the relationship between learner autonomy and
adopting the deep approach to learning will be discussed with reference to learning in
higher education. The focus of the discussion on effective learning will be on fostering
learner autonomy in language learning. Relevant research is presented to support the
discussion.
In the literature of learner autonomy in language learning, learner training has
been used as a means to promote learner autonomy. This research study also adopted
the idea of learner training to develop learner autonomy. Therefore, the review of the
literature will give the background of the theory of conducting learner training and how
learner training has been conducted. The discussion involves three main elements of
learner training: providing an environment to promote learner autonomy, psychological
preparation and methodological preparation. Providing an environment to promote
learner autonomy can be done through providing the classroom environment which
promotes self-determination and through setting up the self-access centre (SAC) so that
the students are able to undertake independent learning by using the self-access
materials. Psychological preparation deals with students' attitudes and motivation as
well as their beliefs about language learning. Methodological preparation covers the
ideas of helping the students to be aware of cognitive strategies and use metacognitive
strategies in their learning (see 2.3.1.).
The discussion of learner training also covers the roles of the teacher as the
teacher is regarded as important in delivering learner training, i.e. s/he has to provide a
classroom environment that promotes learner autonomy, help the students to have
positive attitudes towards learner autonomy and teach and/or guide the students to
employ cognitive and metacognitive strategies. The discussion of the teacher involves
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roles and desirable qualities of the teacher and how to prepare the teacher to accept the
new roles and how to conduct the class. Throughout the discussion, selective examples
of practice in providing the three main elements of learner training in different
educational contexts are presented as some of the ideas in this research study were
adopted from that practice.
The review of the literature in this chapter provides a basis for this research study
both in revising the learner training programme (see Chapter 3) and in discussing the
implications of the results of the research (see Chapter 5). The review of the literature
on the research design will be presented in Chapter 4.
2.1. Definitions and Terminology of Learner Autonomy
In this research study, learner autonomy is defined as students' willingness,
confidence and capability to take responsibility for their own learning especially in
an independent learning mode. This derives from the definitions and descriptions of
learner autonomy in the literature reviewed below.
There are many terms used to refer to learner autonomy both in general
education and in language learning. The purposes of promoting learner autonomy also
vary depending on different educational contexts. This section first will present the
concept of learner autonomy by discussing various definitions used in the literature.
A fundamental purpose of education is to develop in individuals the ability to
make their own decisions about what they think and do, i.e. to develop individual
autonomy (Boud, 1988: 18). Higher education has many purposes. Perhaps the most
obvious is to enable learning of the chosen subjects. However, higher education also
aims at developing individual autonomy, mind and learning for life (Tait and Knight,
1996: 5). The concept of the individual as a person of wisdom and as a lifelong learner
is reflected by current thinking about the process of learning in higher education. For
instance, Biggs (1993: 75) thinks that learning is relational in that individuals have to
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relate new information, concepts or processes to their existing knowledge and
understanding. Learning thus emphasises the development of the individual. From this
concept, flexible learning arises. This term is used to refer to a learning mode that
promotes learner autonomy. Flexible learning is a movement away from formal, whole-
class didactic teaching towards individual self-management of learning. Flexible
learning involves provision of structured resource materials, opportunities for the
negotiation of tasks, self-and peer-assessment, and collaborative group work, often on
real-life projects (Entwistle, 1996: 97).
• Autonomy in Language Learning
With regard to language learning, the concept of learner autonomy in the
language curriculum is underpinned by progressivism, an educational ideology which
attempts to promote the learner's development as an individual with intellectual and
emotional needs and as a social being (Clark, 1987: 49). The learner is seen as a whole
person. Progressivism introduces a learner-centred approach to education. 'Growth'
through experience is the key concept. Education is regarded as a means to provide
learners with learning experiences through which they can learn by their own efforts, not
a process for the transmission of a set of closed truth. Teachers are seen as creators of
an environment where learners learn and learn how to learn; they provide guidance and
facilitate the learning process. Learners are seen as active participants who shape their
own learning. Learning is not limited only to the knowledge being passed from the
teacher to the learner.
Progressivism is concerned with the following aspects of education
individual growthfrom within through interaction with a favourable environment.
learning through experience
a speculative view ofknowledge
natural learningprocesses and stages ofdevelopment
sensitivity to the interests, rhythms, and styles of learning of individual learners
the learner as a whole person
the social nature of the learner and the development of healthy relationships with others in
the classroom community
the promotion of learner responsibility and of learning how to learn (Clark, 1987: 51)
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The influence of progressivism can be seen in definitions of learner autonomy in
language learning which focus on individual growth, learner responsibility and learning
how to learn.
An early movement in developing learner autonomy in language learning was the
Council of Europe's Modern Languages project which was established in 1971.
Autonomy was an important element in the overall framework of the Council's work
because it accorded with the Communicative Approach, which focuses on pragmatics
and a social vision of the language. A series of projects implementing and investigating
autonomy and self-direction were conducted at the Centre de Recherches et
d'Applications Pedagogiques en Langues (CRAPEL), Universite Nancy II under Henri
Holec (Gremmo and Riley, 1995: 153). Holec (1981:3) defines autonomy as 'the ability
to take charge ofone 's own learning' i.e. being able to determine the objectives, define
the contents and progressions, select methods and techniques to be used, monitor and
evaluate what has been learned. He views autonomy as a set of desirable qualities that
students should possess in order to be active learners by getting involved in the whole
process of learning from setting the learning objectives to evaluation. For Holec, learner
autonomy primarily concerns the learner's behaviour or his ability to get involved in the
learning process more actively.
Dickinson (1993: 330) took up Holec's definition of autonomy but expanded his
definition by emphasising one's attitudes towards learning in addition to having an
ability to take charge of one's learning. To him, learner autonomy is an attitude towards
learning in which the learner is prepared to take, or does take, responsibility for his own
learning. To take responsibility for one's own learning essentially concerns decision¬
making about one's own learning. He offers the following criteria to judge the
achievement of autonomy: being aware of the teacher's objectives, being able to select
and use appropriate learning strategies, and evaluate whether these strategies work for
them or not. Learners also have to be able to evaluate their own learning. Dickinson's
definition of learner autonomy indicates that in order to be able to take responsibility for
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his own learning, the learner needs to have a positive attitude towards this matter.
Wenden (1991: 163) agrees with Dickinson's idea as she defines an autonomous learner
as
'one who has acquired the strategies and knowledge to take some (ifnot yet all) responsibilityfor
her language learning and is willing and self-confident enough to do so.'
This definition implies Wenden's taking into account both ability and attitudes as
components of learner autonomy. Little, on the other hand, looks at learner autonomy a
little differently from Holec, Dickinson and Wenden. Although he mentions the
capacity of a person to make decisions in learning, what he also concerned about is the
capacity for detachment, critical reflection and independent action (Little, 1991: 4).
Although there is a variation in defining learner autonomy in language learning,
it can be concluded that the definition of learner autonomy is centred on the capacity of
the learners to take responsibility for their own learning as well as the attitudes of the
learners towards learning. Having the capacity for and positive attitudes towards taking
responsibility for one's own learning means one needs to have ability and willingness to
take charge of one's own learning. In other words, the learner needs to have knowledge
and skills as well as to be motivated and confident to act autonomously.
• Terminology Related to Learner Autonomy
In addition to flexible learning, self-direction or self-directed learning,
independent learning, and self-instructional learning are terms that can be found in the
literature of learner autonomy. Sometimes they are used to mean learner autonomy and
there is an overlap in the definitions of these terms. For instance, Wilcox (1996: 165)
defines self-directed learning as 'a process of learning in which learners function
autonomously, taking responsibility for planning, initiating, and evaluating their own
learning efforts.' Holec (1981: 4) states that self-directed learning implies an
autonomous learner because the learner accepts responsibility for the learning. Different
degrees of self-direction in learning may result from different degrees of autonomy or
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from different degrees of the exercise of autonomy. He sees autonomy as a capacity and
self-directed learning as a way in which learning is carried out.
Dickinson, on the other hand, views self-direction as an attitude towards a
learning task. The learners accept responsibility for the decisions concerning their
learning but they do not necessarily implement the decisions they make (Dickinson
1987: 11). Carver and Dickinson (1982: 15) discuss four areas of responsibility that the
self-directed learners should assume responsibility for in language learning:
1) being aware of and accepting responsibility for the aims and objectives of the
course
2) monitoring the development of the course and its relevance to their own
learning objectives
3) assessing themselves to see whether they achieve a learning task and having
a reasonable idea of their level of proficiency and
4) being active in learning by seeking out every opportunity to understand,
practice and learn.
Self-directed learning is discussed extensively in relation to adult learning as it is
regarded as a learning mode suitable for adults because it emphasises the learner and his
interests for learning (Knowles, 1975, Brookfield, 1985). According to Long (1989: 2-
7), self-directed learning has three conceptual dimensions: a sociological dimension, a
pedagogical dimension and a psychological dimension. With reference to the
sociological dimension, Long argues that self-directed learning involves learning in
isolation. This type of independent learner is regarded as an autonomous learner in that
his parameters and learning activities are personally established. The pedagogical
dimension views self-directed learning as a degree of freedom to which the learner is
given to set learning goals, to identify and use resources, to determine the effort and time
to be allocated to learning and to decide how and what kind of evaluation of the learning
will take place. The psychological dimension concerns the degree to which the learner
maintains active control of the learning or cognitive process. If the learner is not
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psychologically self-directing, it is unlikely he will engage in autonomous learning
activity and to be a successful learner in the solitary learning mode.
Self-direction in learning indicates the ability of learners to be active and
responsible in the learning process and so is a prerequisite of autonomy; to take some of
the control of their learning which is normally held by the teacher. Self-directed
learning is regarded as the learning process that promotes desirable learning behaviour.
It can be inferred from the definitions that the process of encouraging the learners to
become self-directed in their learning requires their psychological readiness. Therefore,
the learners should be helped behaviourally and psychologically in order to undertake
the self-directed learning mode.
Independent learning describes the learning situations where the learners have
to take charge of their own learning by making decisions about what and how to learn as
there is no teacher around to help them. Macaro (1997: 67) thinks that this learning
mode derives from a need to develop long-term learner strategies which will be of use in
current or future learning situations where a teacher may not be available. It can be said
that learner autonomy in this respect is related to the learning environment in which the
learners are.
According to Dickinson (1987: 11) self-instruction is the term generally
referring to a situation where learners work without the direct control of the teacher
whereas autonomy is the situation where learners are totally responsible for all the
decisions concerning their learning and the implementation of the decisions. Therefore,
self-instruction is similar to independent learning as defined by some authors whereas
Dickinson's definition of autonomy is the same as self-directed learning.
The above definitions of learner autonomy exemplify the concept which Boud
(1988: 20) defines as an approach to educational practice, i.e. learner autonomy is a way
20
of conducting courses which emphasises learner independence and taking responsibility
for decision-making.
• Summary of Definitions and Terminology of Learner Autonomy
It can be summarised from the definitions of the terminology discussed above
that the concepts of learner autonomy focus on the notion of students working
independently from the teacher and students taking responsibility for their own learning
through making decisions in the learning process. Since this research study was
conducted in a formal educational setting where there was a restriction from a
predetermined syllabus and the requirements of the institution, learner autonomy also
centred on this notion as it was indicated by the students' willingness, confidence and
capability to take responsibility for their own learning especially in an independent
learning mode.
2.2. Relationship of Learner Autonomy and Effective Learning
This section discusses why learner autonomy has been fostered in education,
both in higher education and in language learning. The discussion focuses on the
relationship between learner autonomy and effective learning. In this research study, the
author investigated the students' approach to learning to indicate whether they were
effective learners when they were exposed to the learning environment that promoted
freedom in learning. The concept of approach to learning, relevant research and factors
affecting students' approach to learning are presented in 2.2.1. The relationship of
learner autonomy and effective language learners is described by presenting opinions
from different authors and relevant research related to the benefits of promoting learner
autonomy in language learning.
2.2.1. The Benefits of Developing Learner Autonomy in Higher Education
The concept of deep and surface approaches to learning came from the studies of
Marton and Saljo which investigated how students tackled academic articles (Marton
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and Saljo, 1976 on going). They identified differences between students' intentions
while they tackled the task of reading academic articles and texts and showed how these
contrasting intentions led to different learning processes and outcomes. Students
adopting a deep approach intended to understand the meaning of the article, questioned
the author's arguments and related them to both previous knowledge and personal
experience. The students who adopted a surface approach intended to memorise the
important facts. Their research also indicated that content and context affected a
student's approach to learning. The concept of deep and surface approaches to learning
are applicable to language learning and useful in explaining effective learning. This is
discussed in 2.2.2.
From the student learning research which originated in Sweden from Marton and
Saljo's work on surface and deep approaches to learning, there have been ongoing
studies in Britain by Entwistle and Ramsden (1983) and in Australia by Biggs (1976)
which go in the same direction. The conceptual frameworks of the studies by Entwistle
and Ramsden and by Biggs are different from the Swedish group in that they derived
largely from individual difference psychology and cognitive psychology with a common
focus on the learning context; therefore, the results of the studies can draw implications
for teaching (Biggs, 1999: 12). Tools used to investigate the relationship between study
methods, motivation and personality were developed: the Approaches to Studying
Inventory (ASI) (Entwistle et ah, 1979; Entwistle and Ramsden, 1983) and the Study
Processes Questionnaire (SPQ) (Biggs, 1976). Responses to these tools also indicate
the quality of the teaching environment because students' preferences tend to change
when they are faced with a particular kind of teaching environment; they adapt to
expected requirements (Biggs, 1999: 17).
Entwistle (2000: 173) views an 'approach to learning' as a complex construct
which incorporates consistency and variability of behavioural traits. It can be described
as an individual difference, with a relatively low level of consistency, being affected by
both the context and the content of the task set. Biggs (1999: 17) thinks that the
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'approach' includes learning style and the effect of a learning context the students are
encountering. Students' approach to learning is the interaction between the personal and
the contextual factors; these two factors apply but which predominates depends on
particular situations. Ramsden (1979) added strategic approach in addition to deep
approach and surface approach as he found that not only context and content, assessment
procedures also influenced students' approach to learning. The features of approaches to
learning and studying are outlined in the following table.
Table 2.1. Defining Features of Approaches to Learning and Studying
Relating ideas to previous knowledge and experience
Looking for patterns and underlying principles
Checking evidence and relating it to conclusions
Examining logic and argument cautiously and critically
Becoming actively interested in the course content
Surface Approach Routine reproducing
Intention - to cope with course requirements leading to
Studying without reflecting on either purpose or strategy
Treating the course as unrelated bits of knowledge
Memorising facts and procedures routinely
Finding difficulty in making sense of new ideas presented
Feeling undue pressure and worry about work
Strategic Approach Reflective organising
Intention - to achieve the highest possible grades leading to
Putting consistent effort into studying
Finding the right conditions and materials for studying
Managing time and effort effectively
Being alert to assessment requirements and criteria
Gearing work to the perceived preferences of academic staff
Deep Approach





The above features focus on the link between intention and process, i.e. how an
intention to achieve the goals affects the learners' learning and study process. Adopting
the deep approach to learning is regarded as desirable because it indicates that the
students are studying effectively. Generally, students studying in the university are
expected to go beyond recall of information as they are entering into the discipline of a
profession. Therefore, using the deep approach to learning indicates the students'
intention to understand what they are studying by themselves and their interest in the
course content. Entwistle (2000: 175) remarks that the critical, imaginative thinking
which is the fundamental aspect of the deep approach seems to rule out rote
memorisation. However, in many areas of study especially in languages and some
sciences, memorisation of words or terms is an essential part of understanding
(Entwistle, 2000: 175).
It can be said that the specific learning processes required to reach a deep
understanding differ between disciplines. Memorisation does not always indicate a
surface approach. Biggs (1999: 14) thinks that memorisation becomes a surface
approach when it is used instead ofunderstanding because in many situations, recalling
word for word is appropriate such as learning lines for a play, acquiring vocabulary, or
learning formulae. According to Entwistle (1998: 88), the deep approach sometimes
requires the use of memorisation, such as memorising details or terms, in order to seek
understanding. The routine reproduction of material presented by the institution is
regarded as the main characteristic of the surface approach. The study by Ramsden and
Entwistle on the effect of academic department on students' approach to studying which
was conducted with 2208 students from 66 academic departments in six disciplines;
namely, English, History, Economics, Psychology, Physics and Engineering indicated
that good teaching, greater freedom in learning and an avoidance of overloading were
likely to help students to adopt the deep approach to learning, and improve attitudes
towards and quality of what was learned. Although individual differences such as
students' prior educational experience, levels of ability, motivation and study skills
played a role in the students' approaches to learning, the results suggested that the
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teaching, the assessment and the course organisation helped shape the students'
approaches to learning (Ramsden and Entwistle, 1981). Promoting learner autonomy
thus played a part in encouraging the students to adopt the deep approach to learning.
Higgs (1988: 48-50) explored the relationship between learner autonomy and/or
self-directed learning and approaches to learning and concluded that an accomplished
autonomous learner had the capabilities for learning in an independent manner and was
also able to recognise the advantages of choosing alternative modes of learning (i.e. deep
or surface approach) where these were considered to be more appropriate to the learning
goals. In addition, an autonomous learner who successfully solved a learning problem
or completed a learning task using a deep approach to learning gained understanding of
the problem or task investigated. However, if there was some limitation within the
learning environment or if the learner lacked the ability to use deep learning strategies,
s/he might complete the task using a surface-learning approach. Thus, the teacher
should be responsible for creating and managing the environment in order to promote
students' use of a deep approach to learning. Ramsden (1985) suggested that a learning
environment can be provided at different levels in order to encourage the students to
adopt the deep approach to learning:
a) at the level of the learning task: relevance of the task to the student promotes
intrinsic motivation and a deep approach to learning.
b) at the teacher level: teacher attitude, enthusiasm, his/her concern for helping
students to understand and his/her ability to understand students' learning
difficulties influence students' approaches and attitudes to studying.
c) at the department or course level: the forms of assessment have a strong
influence on approaches to studying, e.g. the assessment which rewards
reproductive answers tends to encourage a surface approach to learning.
d) at the institute level: differences in institutional values and purposes also
influence students' learning.
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In addition to providing learner autonomy in the learning context, using
metacognitive strategies in learning was found to be related to students' adopting the
deep approach to learning. The data from the study indicated that the strategic approach
interacts with the deep approach and the surface approach in that it influences the level
of academic performance, i.e. the deep strategic approach is the most successful and the
surface unstrategic approach is the most closely associated with failure (Entwistle, 2000:
175). It can be seen that there is a tension between a deep focus on deriving personal
meaning and an awareness of strategies employed to get a good grade.
There is a relationship between a deep approach and metacognition. Weinstein
(1994) discusses a model of strategic learning which involves skill or prior knowledge of
content and context together with relevant intellectual abilities, will or motivation and
self-regulation. According to Weinstein's model, knowledge alone does not enable the
learners to reach their goals, the learners need to have metacognitive awareness and
control strategies they can use to orchestrate and manage their study and learning.
'This involves a number of interacting activities. Each activity interacts and dynamically impacts
on all other components. On the macro level, relevant activities include time management and
using a systematic approach for studying and learning (Weinstein (1988)... On the micro level
self-regulation involves facilitating metacognitive awareness, monitoring strategy use, and
monitoring understanding on a continuous basis (Brown, 1987; Flavell, 1979; Garner and
Alexander, 1989) (Weinstein, 1994: 259-260).
Pintrich and Garcia (1994: 119-120) also emphasise the importance of self-
regulation in study. The results from their study to examine the roles of rehearsal,
organisation, elaboration, and self-regulation revealed that students who did better in the
course used more deep-processing strategies like elaboration and organisation as well as
attempting to control their behaviour by using planning, monitoring and regulatory
strategies. The relationship between self-regulation and approaches to learning can also
be seen from the work by Vermunt (1996). Exploring the interplay between external
regulation of studying, i.e. the controls which are put on students through syllabus,
assignments and assessment, and self-regulation, Vermunt distinguished four main styles
of studying. The four styles were undirected (surface passive), reproduction directed
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(surface active), application directed (strategic) and meaning directed (deep).
According to Vermunt's analysis, the passive approach indicates a lack of regulation in
studying, the surface approach depends on external regulation whereas the deep
approach draws on self-regulation. The strategic approach makes use of both external
regulation and self-regulation. Weinstein (1994) also suggested that skill, will and self-
regulation play an important role in students' approaches to learning.
• Summary of the Benefits of Developing Learner Autonomy in Higher
Education
It can be concluded from the ideas and the research about student learning in
higher education that autonomous learners are those that are able to learn in an
independent manner and who can choose a suitable approach to handle their study.
Therefore, the learning environment plays a part in the students' approaches to learning.
Promoting learner autonomy in the learning process by giving choices and encouraging
the students to use metacognition to regulate their learning help the students to adopt a
deep approach to learning, which is regarded as favourable for university studies
because it helps the students to study for meaning (Biggs, 1999:12-13). The teacher can
help promote learner autonomy through providing tasks where the students are able to
reflect, and use critical thinking, which enhances their intrinsic motivation to do the
tasks. Teachers' enthusiasm and attitudes also affect the students' approaches to
learning. Assessment which does not focus on reproduction of the knowledge which has
been learned would also encourage the students' adopting a deep approach to learning.
The designing of the RLTP in order to develop learner autonomy included these aspects
and the data related to the subjects' adopting the deep approach to studying LNG 101
indicated the effect of the learning environment on their approaches to learning (see
Table 3.1., 5.4. and 5.5.5.).
2.2.2. The Benefits ofDeveloping Learner Autonomy in Language Learning
Effective learning in foreign language involves learning actively and
meaningfully and so the concept of the deep approach to learning is also relevant to
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language learning. To learn a language, the students have to analyse the input they
receive and relate it to their existing knowledge (Ellis, 1986: 13). Therefore, they have
to test their hypothesis and draw upon their prior knowledge. Adopting the deep
approach to learning would help the students to learn the language more effectively. To
be good at language requires practice outside class where the students have to be
independent and responsible for their own learning (Rubin and Thomson, 1994: 25).
Promoting learner autonomy in class helps the students to be confident to be
independent and responsible for their own learning. The arguments from the following
authors shows how learner autonomy is regarded as favourable for language learning.
Littlewood (1996: 427) thinks that developing learner autonomy is relevant to
language learning because it is related to many key concepts in language teaching, e.g.
language learning requiring the active involvement of learners, the use of learner-centred
methods and helping learners to be independent from the teachers in their learning and
use of language.
Dam (1995: 2-3) regards developing learner autonomy as a means to enable the
learners to be aware of how to learn, which facilitates and influences what is being
learned. This process will help the learners to have an insight into how to learn. Since
to learn is to develop a relationship between the learners' existing knowledge and the
new knowledge, the more they are able to work out the use of language on their own
through relating the new knowledge to their existing knowledge, the better they become
at the language they are studying. Developing learner autonomy helps the learners to be
actively involved in the learning process.
Ellis and Sinclair (1989: 1) think that helping learners take more responsibility
for their own learning can be beneficial because learning can be more effective as the
learners learn what they are ready to learn, they can carry on learning outside class and
when they know about learning, they can transfer learning strategies to other subjects.
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Breen and Mann (1997: 134-136) view the benefits of being autonomous in the
language classroom as being related to the learners, their learning, and the resource
provided. Being autonomous helps the learners to have a sense of self and to be
motivated to learn. They would be able to see the relationship to what is to be learned
and how they will learn. Since being autonomous requires the students to have a
metacognitive capacity in learning, they would be able to make decisions on what to
learn, when, how and with what resources. Breen and Mann see autonomous learners as
those that are able to work independently and in groups where they have to negotiate
between the strategic meeting of their own needs and responding to the needs of other
group members.
Although there is a measure of agreement in the literature that learner autonomy
is important for language learning, there has been little empirical research on learner
autonomy; as Hill (1994: 213) remarks, many learner autonomy initiatives are teacher-
led and the literature of autonomy focuses mainly on the means by which teachers can
help the learners to take more responsibility for their own learning. Therefore, several
commentators stress the need to conduct empirical research since autonomous learning
often produces unanticipated outcomes. In the next section, the author will discuss the
relevant research that contributes to the movement of learner autonomy in language
learning in trying to demonstrate how promoting learner autonomy benefits language
learning.
• Research Related to Learner Autonomy in Language Learning
The development of learner autonomy involves many aspects of language
learning. It covers learner training which enables the learners to be self-directed in
learning such as drawing up learning objectives, doing self-assessment and so on;
learner strategies which deal with training on the use of cognitive and metacognitive
strategies; independent learning which deals with using the self-access resources to
promote learner autonomy, etc. In this section, the author chooses the research that
might influence the movement of learner autonomy such as the research on learner
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strategies by Naiman et al. (1976), which gave an insight into how the learners use
strategies to deal with language tasks. Wenden, who is interested in learner strategies,
thinks that one of the goals of the research on learner strategies is to produce an
autonomous language learner because its results will guide the development of learner
training activities so that learners become more efficient at learning and using the
language and capable of self-directing their own learning (Wenden, 1987a: 8). This
opinion is adopted in this research in the section on methodological preparation where
metacognitive strategies are regarded as the strategies that should be included as they
help the students to be self-directed learners (see 2.3.1.3.2.).
The implications from the research by Naiman et al. had some influence on the
later research and/or practice in providing learner training which will be presented in the
later section.
The other research described in this section is the research that aimed at
investigating the benefits of providing learner autonomy in language learning, some of
which played a role in designing this study. There will be more discussion on the
research and/or experiments of how the concept of learner autonomy has been adopted
in teaching/learning languages in later sections (see 2.3.1.).
• Research on Strategies of Good Language Learners
The research conducted by Naiman et al. contributed to the movement of learner
autonomy in that the implications of this research suggested the effect of individual
differences in language learning as well as how to conduct language teaching which
should focus on learning how to learn and decision-making in the learning process. The
implications of the study also contributed to a re-defining of the role of the teacher
which was training learners in the strategies that good language learners used and
helping the learners to be aware of their own ways of learning. Promoting learner
autonomy, e.g. involving the students in the decision-making process and allowing them
to exercise personal choices, collaborative learning and teaching the learners to learn
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how to learn were regarded as important aspects that help the learners to be effective
learners.
Naiman et al. (1976) conducted a large-scale research project on strategies of
good language learners by focussing on personality traits, cognitive styles and strategies
that were critical to successful language learning. The research aimed at analysing some
characteristics of the learners and their learning behaviour in order to find out if good
language learners tackled the language learning task differently from poor learners and if
learners had certain characteristics especially personality and cognitive styles which
predisposed them to good or poor learning.
The study as a whole suggested that the successful or good language learner with
predetermined overall characteristics did not exist; there were many individual ways of
learning a language successfully. The results from the adult interview study indicated
common strategies and techniques which good language learners had employed or
would employ but the results also indicated the complexity and individuality of each
learning situation and career. The results also suggested that aptitude was less crucial
than attitude to language learning, persistence, and willingness to adapt to varied
learning situations over prolonged periods of time. The classroom study revealed
personality and cognitive styles factors, e.g. tolerance of ambiguity and field
independence were related to success in language learning. Attitudes to the language
learning situation played a more important role in successful language learning than
integrative or instrumental orientations.
The results from the study suggested how to teach the students more effectively,
e.g. teachers and students talking about ways of language learning, classroom language
learning being changed from mechanical routine into a more deliberate co-operative
undertaking and a teaching how-to-learn approach. In order to be a successful learner,
learners should be actively involved through playing a part in making decisions and
being allowed to exercise personal choice. Class teaching should provide different
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learning environments for good and poor students or students should be helped to
become aware of their own ways of learning and their particular preferences or
difficulties.
Although the author did not directly adopt the ideas from the research conducted
by Naiman et al. in this research study, the discussion of their research gives some
background of the development of learner autonomy in language learning. The
implications from this research with reference to promoting learner autonomy such as
involving the students in decision-making process and allowing them to have choices in
learning have an effect on the elements in learner training which will be discussed in a
later section (see 2.3.). The suggestion on teaching the learners to learn how to learn is
included in the definition of learner training by Ellis and Sinclair (see 2.3.).
• Practice of Self-directed Learning
There has been a series of research projects and/or practice in providing learner
autonomy conducted at CRAPEL in Universite de Nancy II since 1974 and the ideas of
self-directed learning at CRAPEL have had considerable influence on the later practice
at other institutions.
At CRAPEL, the training in self-directed learning and training in a language
consisted of four main components
1) animateurs or helpers whose duties were to provide the support needed to
become autonomous;
2) learning materials made available to the learners;
3) a collection of sound and video recordings;
4) native speakers.
The learner who participated in the self-directed programme was required to define his
own objectives, contents, methods and techniques and the manner in which his learning
was done and assessed his own attainments. The learner could make an appointment
with the animateur as often as he wanted. His meeting with the animateur gave him the
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chance to think about his learning so that he was able to develop the abilities he needed
in order to take responsibilities for his learning.
CRAPEL provided a wide range of materials from which the learner could
choose his own content. The native speakers supplied information at the learner's
request, conversed with the learner to help him learn communicative skills, and acted as
'developers' for self-assessment. The training was regarded as a comprehensive self-
directed system of learning intended for learners who were not yet autonomous. It was
provided for students to work individually and in groups (Holec, 1981: 30-32).
The focus of self-directed learning on enabling the learners to define their own
learning objectives, contents, methods and techniques and to assess their learning was
adopted in the later practice such as that conducted by Moulden (see the following
section) and that conducted by Little (see pp. 56-57). In this research study, the author
adopted the ideas of helping the students to be self-directed learners by having them plan
their learning where they had to set up their learning objectives, specify the content of
what they wanted to practise and set up the criteria to evaluate if they reached their
learning objectives (see 4.2.3.1.).
• Research on Self-directed Learning
Moulden investigated to see whether self-directed learning would give better
results than traditional learning. He conducted a small-scale research at the Ecole
Nationale Superieure de la Metallurgie et de L'lndustrie des Mines in Nancy (1985).
Self-directed learners in this study were those who learned only what they needed to
learn, using the materials and techniques chosen by themselves as being adopted to their
tastes and requirements. They worked when and where it suited them best and at their
own pace. The teacher-directed learners, on the other hand, learned according to what
the teacher designed for them as regard syllabus, materials and methods. They were
expected to work at fixed times in a fixed place with people of varying attainment levels,
aims and attitudes towards learning.
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The subjects in Moulden's research were 13 students who were required to take
English. They were second year intermediate students who had been exposed for a year
to the Ecole's English teaching methods and to the necessity for private study imposed
by the Ecole's teaching of technical disciplines. Moulden chose to apply self-directed
learning (SDL) to the speaking of English by employing the self-directed listening
comprehension practice provided in the sound library. In the SDL programme, the
learners were required to have two contact hours/week. The classroom work consisted
of activities aiming at making the students want to use English and making them more
conscious of any deficiencies that needed working on. The students were allowed to
design their own SDL programme.
To prepare the students for SDL, the teacher gave booklets called 'Objectives in
English' and 'Learning English on your own' to the students. The first booklet
contained lists of things which future engineers should be able to do in English. The
students could add and work on other objectives not appearing in the lists. The students
were asked to note how they rated themselves (0-5) for each activity, to prioritise the
activity and to write down any progress made. Thus, this booklet was used to assess the
students' present standing in English and as a work record to encourage forward
movement. The second booklet stated advantages of SDL and advice on how to study in
this way.
The teacher provided a twenty-minute-one-to-one interview with the students
every two weeks to help the students with their linguistic problems and accustom them
to planning and assessing their work by themselves. The interview was regarded as
useful in giving everybody a regular opportunity to speak English.
The evaluation of the effectiveness of the SDL was obtained from questionnaires
which asked the students to compare their year's work in the SDL mode with the
previous year's work in terms of the progress they had made and any pleasure they
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might have experienced. They were also asked to compare the classwork and semi-
autonomous work carried out during the experiment. This impression was checked
against by the teacher's impression. There were no firm conclusions as to the relative
merits of the SDL and the traditional method as one third of the subjects said that they
had made more progress with SDL while about half of them found SDL neither better
nor worse than the previous year's work.
Most of the students found the SDL more enjoyable than the previous year's
work. The majority of the students thought that SDL led to more progress in oral
expression than had the previous year's work; this might be due to the opportunity to
speak English during the interview. It seemed likely that this method would give good
result with students who were motivated and keen on self-directed learning. The teacher
interview revealed positive aspects of the SDL programme, e.g. the quiet students spoke
more. The feedback session during the one-to-one interview allowed better assessment
of students in terms of their effort, achievements and personality.
Although the data yielded positive results, there were some weaknesses of the
study which might affect the validity of the data. The first weakness was that the data
from the comparison of the two methods did not take into account some variables that
might affect students' experience of traditional methods. The teachers who taught the
subjects in the previous year were not the same for everybody; differences in the
teachers' personality and competence in teaching English might play a part in the
students' impression of traditional methods.
Using only a questionnaire to investigate the subjects' attitudes towards the
programme seemed inadequate and Moulden admitted that he knew that some subjects
wanted to carry on with the SDL programme only but did not know why. Some of the
questions were leading questions such as the one asking if the subjects had made
progress in oral expression. The answer would definitely be yes because all of the
subjects were required to have a one-to-one interview with the teacher who used this
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session to help the students practise speaking. Although there were weaknesses of this
study and the samples were too small, only 13 students which was not generalisable, this
research exemplified one way of conducting a SDL programme and the feedback of the
learners was helpful for later practice.
The author used some of the ideas in Moulden's programme to discuss with the
students their beliefs about language learning in the first class when the students were
asked to fill in a proforma asking the students' opinions about learning English (see
3.3.4. and Appendix A). The idea about having the students record the activities done
outside class was also adopted by means of providing an outside class activity record
sheet but it did not work, for reasons which are discussed later (see 4.2.3.1.).
• Research on Self-instruction
Another study which aimed at investigating how autonomy might aid language
learning was conducted by Fernandez-Toro and Jones (1996). In this study, learner
autonomy was related to self-instruction, which was the situation where the learners
engaged in learning the language on their own. Fernandez-Toro and Jones conducted a
learner experience survey with 70 registered Newcastle University Language-Centre
Users with self-instruction experience. They were English native speakers and were
randomly selected from a 1500-strong User database. The subjects were interviewed by
telephone about all their language experience to gain a profile of the self-instructed
learners' language background and behaviour.
The questions asked to establish learner profile included information about
language(s) learned both in class and through self-instruction, how many languages they
had learned, their command of those languages, whether they had used those languages
in the countries where the languages are spoken, their drop-out and failure in learning
those languages. In the open-ended self-report, the subjects were asked three questions
about self-instruction, i.e. helpful and problematic features of self-instruction materials
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used, independent activities/ strategies/ tips, and other helpful and problematic factors
affecting learning.
The results indicated that motivation was the key factor to success. Failure to
learn a language was sometimes ascribed to the intrinsic difficulty of the language or to
the degree of interference from other languages. Command of the language appeared to
be determined by the target environment and learning means, i.e. whether the learners
had travelled to or lived in the country where the target language was used. With regard
to learning means, self-instruction seemed to be a poor way of beginning a foreign
language, i.e. few learners went beyond beginner levels and drop-out was high.
However, when organised classwork was added to self-instruction, it helped the learners
to go further than classwork alone or self-instruction alone.
Self-instruction was regarded as a good provider of discipline and motivation as
well as of speaking practice. At lower proficiency levels, self-instruction by published
packages or specialised materials was often used to compensate for what was left
untaught by a class course. At higher levels, real-life speaking and authentic listening
was found enjoyable and helpful. The data indicated that once classwork had helped
learners to reach a level where they could tackle real interaction and real texts,
autonomous activities enabled them to reach an even higher level.
With reference to learner strategies, most of the learners referred to 'discipline'
or metacognitive strategies. Other self-instruction strategies appeared not to affect
achievement directly, but rather to be techniques developed to cope with the specific
challenges of learning a language without a teacher. The data also indicated that a good
language learner was someone who made good use of his/her learning style's strengths
and could compensate for its weaknesses. Regarding language aptitude, the subjects
regarded it as something closely linked to two skills: a) effort/planning/discipline and b)
the ability to handle the pace set by the course package.
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This study viewed learner autonomy simply as independent learning rather than
the development of favourable attitudes towards learning. Autonomous learners in this
study were those who were capable of taking responsibility for their own learning
outside class. Although the definition of learner autonomy was rather limited, the
analysis of the data indicated the benefits of integrating self-instruction into classwork.
This finding supported the use of self-access facilities to allow the learners to practise
the target language as a supplement to classwork. The results of the study implied the
need for the teacher to help the students to reach a certain proficiency level before
encouraging self-instruction. The data also indicated the usefulness of metacognitive
strategies in enabling the students to become good language learners without the help of
the teacher.
The results from this study helped the author at the stage of designing the RLTP,
e.g. making decisions about what elements to include in the RLTP. The author chose to
focus on the use of metacognitive strategies as a tool to help the students to be self-
directed learners in addition to providing freedom in learning because they help the
learners to be aware of what they are learning. The strategies also enabled the students
to be independent learners as revealed by Fernandez-Toro and Jones' research.
• Research on Language Acquisition in an Autonomous Learning Environment
Even though the concept of learner autonomy has been practised for many years
and there has been an attempt to integrate learner autonomy into classroom teaching,
there has been little research conducted to evaluate the successes and failures of the
learners in terms of linguistic and other outcomes. Dam and Legenhausen (1999)
reported the results of the Language Acquisition in an Autonomous Learning
Environment (LAALE) project which started in 1992. The project aimed at observing
the language development of a Danish comprehensive school class which had been
exposed to an autonomous language learning context from the first English lesson
onwards. This project was extended from the six-year experiment which Dam and
38
Gabrielsen (1988: 19-30) conducted informally with learners at a comprehensive school
in Denmark (see 2.3.1.1.1.).
In the autonomous classroom, the students were given responsibility in planning
and conducting teaching-learning activities through negotiating their aims and objectives
with the teacher so that they became more active in learning. The syllabus was derived
from the students' own needs and interests. The students were required to define their
own objectives within the curricular guidelines, to choose relevant materials and
activities and to evaluate the learning outcomes. The students were also encouraged to
be aware of the aims and process of learning and to develop a capacity for critical
reflection. Evaluation was viewed as the pivot of a good learning/teaching cycle; thus, it
was an integral and continual classroom activity carried out by students and the teacher.
Evaluation had a retrospective and prospective function where the learning experiences
of the past were reflected upon and transformed into plans for future action.
The LAALE project tried to collect data of different language aspects, such as
vocabulary, grammatical structure, oral proficiency, at the various stages. The data was
obtained from tests, classroom data of students' self-evaluation and the teacher's
evaluations. In order to have baseline data, the researchers compared and contrasted the
findings with the language development of a German grammar school class. Some of
the tests were administered to students at the same grade in other German and Danish
comprehensive schools; these classes were regarded as more traditional in the sense that
the focus in these classes were more on teaching procedures than on learning processes,
i.e. they followed a pre-defined, textbook-based syllabus. The activities in these
traditional classrooms largely consisted of questions on texts, guided dialogues, and fill-
in exercises.
The results indicated that the vocabulary accessed by the autonomous learners
contained a large number of words not included in frequency lists for teaching, and they
reflected the learners' specific interests and their authentic communicative needs
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whereas traditional learners relied exclusively on syllabus vocabulary. Autonomous
learners were quite prepared to get involved in high risk, purposeful and authentic
communications. The scores of C-Tests of autonomous classes were better than
traditional classes, probably because autonomous learners were more systematically
exposed to authentic materials not devised for teaching, which included many unfamiliar
structures and unknown words. The C-test is a variant of the cloze test in which the
second half of every second word in a reading passage is deleted (Bachman, 1990: 270).
Thus, from the beginning, the autonomous learners were forced to develop strategies for
coping with uncertainty and ambiguity. With the ability to conduct self-evaluation, the
data indicated that the self-evaluation of autonomous learners was as accurate as teacher
ratings or C-Test measures. This might come from the constant dialogue between
learner(s) and teacher and between the learners themselves about the learning process
and its outcomes that heightened learners' awareness of learning and of achievement
levels in various linguistic skills.
Since the development of learner autonomy in the above study was process-
oriented and the classroom context was complex, it was difficult to pinpoint what factors
affected the language attainment of the learners. The author thinks that the data obtained
from the comparison and contrast between the autonomous classroom and the traditional
classrooms was not quite valid because the study did not control variables such as
teaching and learning process of the traditional classrooms. However, the data that can
be used to support the development of learner autonomy is the accuracy of students'
evaluation. Self-assessment and self-evaluation have been used in order to develop
learner autonomy but with learners at higher levels rather than with learners who just
started to learn English as the subjects in this study (see 2.3.1.1.1.: Dickinson's and
Thomson's examples). The results of this study may give confidence to teachers who
want to encourage beginners to evaluate their learning performance.
The research discussed in this section indicates how adopting learner autonomy
would be beneficial for language learning. The students were motivated to learn in the
40
self-directed learning mode. The students who were exposed to the process of helping
them to be autonomous learners seemed to be ready to face communicative tasks and to
develop a wider range of vocabulary because the learning materials were not restricted
to the classroom texts. The students developed strategies that helped them to deal with
uncertainty and ambiguity in language learning and their self-evaluation was as valid as
the evaluation conducted by the teacher and the standardised test. Self-evaluation was
regarded as a tool that helped the learners to be aware of the learning process. The
process of reflection on their performance would also help the students to be able
develop themselves. With reference to self-directed learning, the research seems to
suggest ways to provide choices in learning for mature students. The results from the
three pieces of research also suggest the importance of the teacher in providing
opportunities for SDL and self-instruction learning; the students still needed linguistic
support from the teacher. This finding implies the desirability of a balance between
teacher-direction and learner autonomy.
2.3. Means ofDeveloping Learner Autonomy
So far, the author has given the background of learner autonomy and how it
benefits learning in higher education and in language learning by using the evidence
from the relevant research to support the discussion. This section concerns the means to
develop learner autonomy in language learning. Learner training is the idea that has
been discussed in the literature of learner autonomy in language learning to be a means
of promoting learner autonomy. The author will discuss the content of learner training
by presenting the theory and showing the application of the theory by giving examples
of the practice in various educational contexts. These examples are relevant to this
research study in that the author adopted some ideas from them to be used in designing
the RLTP.
2.3.1. Learner Training
In language learning, learner training for learner autonomy is a term used to refer
to the process which enables the learners to become more responsible for their own
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learning, i.e. to be more active in the learning process. In this research study, the author
used the term learner training programme for her intervention in order to help the
students to develop learner autonomy.
Learner training in language is a broad concept, i.e. different learner training
programmes cover different aspects depending on the context and what is regarded as
important for the learners in that context. Therefore, in this section the author will
discuss a few ideas of learner training which have been widely adopted before making
conclusions of the main elements of learner training.
Holec (1981: 22) discusses the 'deconditioning'' process and a process of
acquiring the knowledge and methods to assume responsibility for their learning as
elements essential to develop autonomy. The deconditioning process is related to the
psychological aspect of learners as it helps the learners to change the prejudices they
have about learning languages and their roles as language learners. The deconditioning
process enables the learners to be more confident to learn on their own. In addition to
dealing with the psychological aspect, Holec suggests providing methodology that
enables the learners to become more independent in the learning process by using tools
such as dictionaries and grammar books, learning to analyse their performance and so
on. Holec recommends that the two processes should be conducted in parallel so that
the learners will gradually proceed from a non-autonomous state to an autonomous state.
Dickinson (1987: 125-126) refers to psychological preparation as the process that
helps the learners to come to terms with their feelings about self-instruction, i.e. their
anxieties and their aspiration for self-instruction, so that they become ready to take
responsibility for their own learning. He also suggests methodological preparation
which aims at helping learners to acquire the abilities and techniques to undertake self-
instruction learning successfully. Dickinson regards learner training as an essential
preparation for learners who need or wish to become partly or wholly autonomous in
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their learning (Dickinson, 1992a: 13). He suggests six ways that the teacher can help
promote independence.
Showing learners that the teacher approves this mode of learning by giving
them more independence in the learning process.
Providing learners with successful experiences of independent learning so
that the learners are convinced that they are capable of engaging in
independent learning.
Giving learners more opportunities to exercise their independence.
Helping learners to develop learning techniques so that they can exercise
their independence.
Sharing language learning experience with learners so that they will develop
awareness of what to expect from the language learning task and how they
should react to problems in learning (Dickinson, 1992a: 2-3).
Dickinson's suggestions imply his emphasis on enhancing learners' confidence
to learn by themselves through providing the learners with hands-on experience and
teaching the necessary techniques for independent learning.
Ellis and Sinclair (1989: 2) focus on learning strategies. Therefore, they refer to
learner training as the process aiming at helping the learners to think about the factors
that affect their learning and discover which learning strategies suit them best so that
they will become more effective language learners and take on more responsibility for
their own learning. Learner training in Ellis and Sinclair's view thus focuses on how to
learn rather than what to learn.
Wenden (1986: 316-318) suggests that to incorporate learner training in the
classroom, the learner training should be explicit in purpose. The content of training
should include cognitive and metacognitive strategies. The training should be tied to a
language learning experience. She suggests that the training should be in context
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because it enables the learners to perceive the relevance of the task, and enhances
comprehension and facilitates retention.
All of the above ideas seem to suggest that learner training in the English
language learning context should focus on the learning process and there are three
aspects taken into account when providing learner training:
a) providing an environment where the learners can experience and
exercise autonomy,
b) providing psychological preparation to change learners' attitudes
towards learning and
c) focusing on learning strategies that enable the learners to take charge of
their learning successfully.
• Approaches Used to Develop Learner Autonomy in Higher Education
Developing learner autonomy in higher education has been discussed with regard
to teaching approaches; the ideas were similar to providing an environment where the
learners can experience and exercise autonomy discussed in the literature of learner
autonomy for language learning. Boud (1988: 25-26) discusses three main approaches
which have been used to develop learner autonomy.
1. The individual-centred approach. This approach focuses on individual
learners and their needs. Teachers, co-learners and other resources for
learning help to facilitate the attainment of the goals of the individual as
defined by the individual. Groups of learners may provide general support
but they do not have a specific role or commitment to any project other than
their own. A learning contract is normally used to facilitate this approach.
The learners have to prepare individual contracts which specify learning
goals, activities in which they will engage, criteria for judging their
performance and how the contract will be assessed.
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2. The group-centred approach. This approach focuses on the needs of a
particular group of learners and a strong commitment to group learning and
group processes. Individuals pursue their own learning needs within the
context of the group. Much learning occurs from interactions among group
members. Curriculum negotiation is a common theme in the group-centred
approach. In this approach, the learners should make their own decisions
rather than to be required to accept someone else's decisions.
3. The project-centred approach. In this approach, the outcome of the project is
as important or more important than the individuals or the group who work
on it. Learning through a project is one of the most common activities in
courses in all disciplines. This might be because the students work from their
own needs and while doing the project, they have freedom to choose the
content and the methods of completing it. They have to negotiate among
group members in order to reach the conclusions and go through the process
of planning, monitoring their difficulties and evaluating their performance.
Developing learner autonomy in higher education seems to focus on learners'
goals and their responsibility by using the task such as the learner's contract and a
project in order to help the students go through the process of making decisions in
learning. Basically, learner autonomy is promoted in order to help the learners to
become more active in the learning process which will help them to learn better as they
learn on their own. Those approaches also have been used in English language learning.
The use of contract to focus on individual learner's needs is seen from the practice at
CRAPEL (see pp. 32-33) and the practice by Little (1988, see pp. 56-57). An example
of the group-centred approach is the work by Farmer (1994, see pp. 55-56). Fernandez-
Toro and Jones (1996) used a project and a contract to promote learner autonomy (see
pp. 78-81). The project-centred approach has been used in language learning to enhance
interpersonal relationship and involvement and development of the individual. The
project helps to bridge the gap between language study and language use. To do the
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project, the students are more responsible for their own learning whereas the teacher acts
as facilitator or consultant (Fried-Booth, 1986: 6-8). The idea of the project-centred
approach had been adopted in the LNG 101 project (see 3.2.1.). In this research study,
the author still kept the project but modified how to handle it in order to make the
process of promoting learner autonomy more meaningful (see Table 3.1.). The idea of
the individual-centred approach was adopted in the learning plans (see 4.2.3.1.).
The above approaches state that promoting learner autonomy can be conducted
both as individual work and as group work. Boud (1988:28-29) does not regard
autonomy as individualistic or as concerned with learners in isolation from one another.
To him, interdependence, i.e. learners working with and helping each other, is an
essential component of autonomy in action because learning is not conducted in a
vacuum and there is an unavoidable dependence at one level on authorities for
information and guidance. To develop learner autonomy is a process starting from
dependence and moving to counter-dependence, then to independence and finally to
interdependence. Dependence is the first stage when the learners enter the situation new
to them. When the learners are uncertain, they need to depend on their friends or the
teacher or they may act as observers without making any commitment to participate, i.e.
they are counter-dependent. Once the learners develop a sense of themselves as
individuals who are able to act independently, they may perceive themselves as
autonomous and independent of the control of others. However, the learners at this
stage often express negative feelings and argue with others. At the interdependence
stage, the learners accept the individuality of others and involve themselves in activities
leading to mutuality, co-operation and negotiation with others. The learners develop a
sense of balance between themselves and others (Brundage and MacKeracher, 1980: pp.
54-55).
Ryan's account is in accord with the idea of interdependence. He describes
autonomy as a process where one experiences the self to be an agent, the 'locus of
causality' of one's behaviour. A sense of autonomy produces actions which are
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'authentic' in the sense that one identifies them to be one's own. He sees the
achievement of a sense of autonomy as one of the most fundamental needs and purposes
of human beings. Another fundamental need is for what he calls 'relatedness', i.e. for
'contact, support and community with others.' If this contact with others is felt to be
'instrumental or controlling', it can lead to loss of a sense of autonomy. However, if
contact is felt to be not controlling but supportive and facilitating, it does not interfere
with autonomy. He uses the term 'autonomous interdependence ' for relatedness (Ryan,
1991: 210-227).
Thus, it can be said that helping the students to develop learner autonomy does
not mean encouraging them to work on their own from the beginning. Group work is
the link between their dependence and self-reliance. It also demonstrates the students'
autonomy in a sense that they have to balance between themselves and others.
The suggestions of approaches to develop learner autonomy in higher education
and the discussion of interdependence expands the idea of learner training for learner
autonomy in language learning by suggesting the importance of helping the learners to
know themselves and to be able to work with a sense of'self within the community or a
group if it is in a classroom context. This issue is also raised in the discussion of how
the teacher should conduct the class to promote learner autonomy (see 2.3.2.).
The following sections will be a discussion of what has been done in order to
provide learner training to develop learner autonomy in a language learning context.
The practice in different contexts is presented as examples of how the theory has been
applied.
2.3.1.1. Providing an Environment to Promote Learner Autonomy
Those who practise promoting learner autonomy tend to provide the
environment to promote learner autonomy in two ways: 1) allowing learners to be
self-determining and 2) setting up self-access facilities where learners can work in
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the independent learning mode. The discussion of these two aspects incorporates
ideas from general education and also from English language learning, because the
concept from general education is a basis of practice in different areas of education
including English language teaching and learning. The literature reviewed and the
examples presented in this section provide background of how to provide an
environment to promote learner autonomy and how the ideas from the practice were
adopted in this research study.
2.3.1.1.1. Encouraging Self-determination
Self-determination which is autonomy is seen as a prerequisite for any behaviour
to be intrinsically rewarding (Deci and Ryan, 1985: 11-40). If individuals perceive
themselves as being capable of performing successfully in a given situation and they
also perceive that they can control the situation in some meaningful ways, then they are
more likely to be intrinsically motivated than when they do not have either or both of
these self-concepts. Deci et al. (1991: 336) state that evidence showed that when college
students were given choices about what tasks to engage in and how much time to allot to
each, they were more intrinsically motivated than the subjects who were assigned the
task and time.
The following section is a discussion of the practice concerning how self-
determination could be encouraged through providing choices in learning so that
learners will be more involved in the learning process through making decisions on the
choices the teacher provides and involving the learners in the evaluation process.
1. Encouraging Self-determination through Choices in Learning
An example of creating a classroom environment to promote learner autonomy
can be seen from the experiment by Dam and Gabrielsen (1988: 19-30). They
conducted an informally organised six-year project in which learners at compulsory
school were involved in planning, organising and evaluating their classroom learning of
foreign languages. One fifth form class (11 years old) who started their English
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language learning was used as an experimental class. The organisation of teaching
emphasised the following aspects: a) greater influence/responsibility of learners in
planning and conducting teaching-learning activities which would lead to a greater
degree of active involvement/better learning in the actual teaching/learning situation, b)
learners' awareness of the learning process and c) openness to individual planning and
negotiation of aims and objectives as they were basic aspects of a communicative
classroom.
The students were asked to bring materials written in English that they wanted to
study to class. They were asked to discuss among themselves and with the teacher
which activities they wanted to work at. They arranged their own syllabus deriving from
their own needs and interests. They were required to register their progress made,
means of learning and modes of learning they engaged in, to justify decisions made as to
immediate aims and objectives for learning, to be willing to review and to evaluate their
work.
The report from the teacher revealed the students' positive attitudes towards
accepting responsibility for their own learning and for management of social interaction
in the classroom. The students developed an awareness of learning both in relation to
their own role and to language. Words and 'useful expressions' were the linguistic
categories which received spontaneous attention by all learners. In self-assessment
according to externally defined criteria, the students showed their consciousness of their
own relative strengths and weaknesses. All of them appreciated the opportunity for
individual choice and definition of task. Weak students remarked that they felt more
secure and learned more and they generally retained high motivation for learning. The
students often showed confidence in their capacity to go beyond what was already
learned, as shown in their willingness to tackle difficult comprehension tasks on their
own. However, learning outcomes as measured in formal examinations (expression and
accuracy) were more or less the same as for the students who studied in more
'traditional' classroom settings.
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2. Involving Learners in the Assessment Process
The use of collaborative assessment was exemplified in a two-year research
project conducted with course members studying for the Post-graduate Diploma in
Linguistics and English Language Teaching (PGLELT) in the Scottish Centre for
Education Overseas at Moray House Institute of Education in Edinburgh (Dickinson,
1988). The subjects were 22 course members who had at least three years experience in
foreign language teaching. Most of the subjects were from very conservative
educational contexts, which were highly competitive, elitist, and authority based. Thus,
tutors were often perceived as inviolable authorities, both in terms of the content of the
subject and the assessment of work. The course members had to gain pass grades (at
least D on an A-E scale) in six compulsory assignments in the course. The results of the
study showed the course members were able to assess their own work at about the same
level as tutors and they perceived collaborative assessment as a fairer means of
assessment than the traditional ones. They benefited in their knowledge of and attitudes
to assessment and became more self-directed. The assessment criteria were more
thorough and better understood by the course members. It was possible for the course
members to enter into meaningful negotiation with the tutors on criteria and on a
specific difference in grades awarded. The course members did not use the scheme only
as a way of getting improved grades when they had no sincerely held beliefs that they
deserved these.
Thomson (1996: 78-88) introduced a self-assessment project in order to develop
self-directed learning to students taking Japanese at the University ofNew South Wales
as well as to solve the problems of diversity of students' background in Japanese. There
were 100 subjects in this study and 98 students were able to complete the project. Self-
directed learners in this study were regarded as those who could set up a favourable
climate of learning for themselves, diagnose their own needs realistically, translate
learning needs into learning objectives, select tasks and strategies to achieve the
objectives, and assess their own achievements for feedback on how to improve their
performance. The project had three stages: a planning stage, a monitoring stage and a
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review stage. In the planning stage, the learners had to assess the weaknesses of their
Japanese and communication skills and then draw up learning objectives and plan their
learning activities and their assessment measure. The planning sheet was used as a
learning contract between the student and the instructor. In the monitoring stage, the
learners assessed their progress and made adjustments to their plans. They met with the
instructors for consultation if they felt it was necessary. In the review stage, the students
reviewed their objectives, learning activities and progress and rated their performance on
a scale of 0 to 10. This assessment made up 10% of the total marks. The project was
evaluated by the student assessment, student feedback and the instructors' observations.
The survey results showed an overall positive attitude of students to the self-
assessment project and it made the course more learner-centred. Since the group was
diverse, the self-assessment project gave the students opportunities to learn what they
felt they needed to learn. The course was taught in the traditional mode of lectures,
tutorials and uniform testing; the project gave the students the chance to be themselves.
Although the learners had positive attitudes towards the project, they expressed a lack of
confidence in needs assessment, continuous assessment and final assessment especially
in assessing their performance without the assistance of their instructor. Few students
were used to assessing their own performance formally. Although they continuously
assessed their own performances internally in classrooms and in real-life interactions,
they were seldom aware of it or had rarely externalised it.
The students were conditioned by their many years of experience with traditional
school culture which did not promote students' responsibility in assessment. The native
culture also influenced the students' ability to self-assess, e.g. for many Asian students,
taking the initiative and responsibility in learning meant stepping over the line drawn
between the teacher and learners. The data also indicated that a lack of adequate skills
in needs assessment and continuous assessment was reflected by inappropriate selections
of objectives and activities. With regard to self-esteem, the project indicated that a
O 51
group of Asian female students were prone to rating themselves low probably due to
their low self-esteem as modesty is valued by Asian females.
The above study showed how the teacher tried to promote some autonomy by
involving the students in the assessment process and trying to raise students' awareness
of their needs. However, the teacher still retained most of the authority because she
allocated only 10% of the total scores to involve the students in the assessment process.
In addition to the data about Asian students which revealed one barrier to adopting self-
assessment, the study implied the need for psychological preparation to raise students'
self-confidence in assessing their performance.
In this research study, the author tried to provide as many choices in the learning
process as possible (see Table 3.1.) so that the students would be able to exercise their
autonomy through making decisions in their learning. The students were involved in the
assessment process both in peer- and in self-assessment (see Table 3.1.). The students'
perception of freedom in learning was revealed in 5.4.
2.3.1.1.2. Providing Self-Access Facilities
The other means of providing an environment to support the promotion of
learner autonomy is through the use of a self-access centre (SAC). This idea is relevant
to this study in that at KMUTT, the Self-Access Learning Laboratory (SALL) has been
established to promote learner autonomy. Encouraging the students to be independent
language learners through the use of the SALL was one of the elements of the Original
Learner Training Programme (OLTP) conducted at KMUTT (see 3.2.1.). There was
evidence with respect to how to prepare the students to use the SALL which indicated
that the OLTP needed to be improved (see 3.2.1.). This section provides a background
to the relationship between the SAC and learner autonomy in language learning, how to
prepare the learners to use it and how it was used. The author adopted some of the ideas
from that practice of using the SAC to revise the OLTP (see Table 3.1.).
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Providing facilities such as a self-access centre (SAC) is suggested as a means to
support learner independence and responsibility (Holec, 1988: 10; Dickinson, 1987: 106
and Esch,1996: 39). Benson (1994: 8) views the relationship between learner autonomy
and the SAC as autonomy representing the goal; self-directed learning, a means to
achieve it and the SAC, an environment within which it can be achieved. When using
the SAC, the learners can do the following things: 1) decide on what to do 2) find the
appropriate material to work on for the objectives decided on 3) use the materials. In
other words, to work in the SAC, the learners are expected to know how to do particular
activities, what to do first and next and how to assess if they have achieved the
objectives set. Thus, a self-access centre can be regarded as the place where learners can
access materials of their choice and perform tasks set by themselves at a time convenient
to them.
Sheerin (1991a: 3-7) regards the self-access centre as a support for learner
independence and responsibility as well as a practical solution to many language
teaching problems: mixed-ability classes, students with different backgrounds and needs,
psychological and personality differences between students, etc.
Since the learners are expected to work independently in the SAC, self-access
materials and preparation for the learners to work successfully in the SAC are the main
concerns in the discussion of self-access learning. Sturtridge (1982: 8) describes self-
access materials as the materials that enable the students to decide what work they want
to do, to find the material, to correct or assess their answers where necessary and to
evaluate their work where desired. The materials have to be well designed to make the
students feel secure to work alone. Self-access materials come closer to meeting the
need of the individual student in that they allow him/her to work at his own pace on the
topic of his choice and decide what work s/he will do and how s/he will allocate his/her
time. It is suggested that the SAC should have staff to provide guidance and counselling
to the users (Sheerin, 1991a: 33). The users may need guidance and counselling to help
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them analyse their own needs and set their own objectives as well as to help them in
evaluating and monitoring their own progress.
• Preparing Learners for Self-Access Learning
Preparation of learners to use the SAC successfully is an issue that has been
stressed in the literature. With regard to the use of the SAC, Sinclair (1996: 159)
suggests a period of guided induction as preparation for self-access learning. The
induction sessions should focus on the layout, systems and procedures in the SAC,
provide learners with opportunities to try working in it and reflect on the results of
working with the system; the learners should have hands-on experience to explore and
try using the SAC. However, other authors discuss many other ways to prepare learners
to adopt self-access learning; the suggestions deal with both psychological and
methodbhigmalaaBpe;cBickinson (1992b: 21-29) argues that introducing learners to the
mechanisms of operating the system is not as important as finding ways to help learners
to become more active language learners. The users must be encouraged to adopt active
and independent involvement with the learning tasks and to pursue an approach to
autonomy. He suggests the skills that learners should acquire before using the SAC, e.g.
understanding their objectives, following up their own purposes, implementing selected
learning strategies and evaluating their own performance. Sturtridge (1992: 13-14)
argues for the importance of changing learners' attitudes, as using the SAC may be a
giant leap for many learners. She suggests the learners should be allowed to work in
their own way even if the teacher thinks these strategies are wrong. Sheerin (1991b:
151-152) emphasises the importance of needs analysis to overcome the problem of
learners' resistance to engage in an independent learning mode in the SAC. Once goals
have been formulated and pathways decided, learners should be encouraged to evaluate
and monitor their own progress. McCall (1992: 6) argues for drawing up detailed
profiles of learners to show how they use the centre and the context in which they are
learning. She emphasises the importance of discussions with users, with the manager of
the SAC and with teaching colleagues in order to determine how best to decide
objectives and to prepare for learning.
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However, in the situation where learners are passive such as in formal education
in Hong Kong where learners are conditioned to believe that in order to learn one must
be taught and that the teacher holds a monopoly over the transmission of knowledge
(Farmer, 1994: 14, Littlewood, 1999: 84-85), there are some difficulties about directly
adopting the above ideas. Farmer thinks that basically the learners do not know how to
develop autonomy and they have difficulty in accepting the notion of independent
learning. Therefore, they resist the idea of assessing their own needs, planning their own
programme and selecting relevant materials. The other difficulty comes from the
learners' lack of confidence in using English; thus, they do not want to undertake
independent learning; the students need guidance and encouragement from the teacher in
working through activities.
To cope with these problems, the Study-Centre at Hong Kong Polytechnic
adopted a group oriented approach to prepare learners to learn in the SAC successfully.
The study programme consisted of a group profile, foundation component, needs
assessment and core component. The group profile dealt with introducing the centre; an
informal talk with the teacher at the centre helped to build up rapport and gave the
opportunity for the students to express their concerns and interests. Then the groups
worked through a set menu of activities so that the teacher could identify the students'
areas of weakness and the students could make their own choices as to the areas of
language and skills they needed to practise later. This process was included in the
foundation component. In the needs assessment process, the students filled in a needs
analysis questionnaire with guidance from the teacher to identify the areas of language
in which they felt they needed practice. Then the group drew up a detailed and
extensive programme of study to include the specific materials they would use. After
identifying the areas of difficulty that the group had in common together with
considering students' weaknesses identified by class teachers and students' own interest,
the group chose an area and activity to work on at the start of each session. This process
was regarded as the core component. The whole programme took 20 sessions. The
evaluation of the programme was quite positive especially about needs analysis and
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choices. Although the majority of students still believed that 100% teacher-contact was
important, 61% of the students were satisfied with the amount of time spent with a
teacher (roughly 80% of a session) in the Study-Centre (Farmer, 1994: 16-20).
The above practice suggests that in the learning situation where the learners seem
to resist independent learning which is provided in the SAC, the group oriented
approach under supervision from the teacher works well to prepare the students to work
in the SAC successfully. The basic components were those discussed in the literature,
e.g. needs analysis of the learners, their goals, their interests and their choices of the
areas and materials to work on. This example implies the importance of hands-on
experience and support from the teacher in preparing the learners to work in the SAC.
Flow hands-on experience might have an effect on encouraging the students to
engage in independent learning in the self-access centre will be seen from the results of
this research study (see 5.3.1.).
• The Use of the Self-Access Centre
In the literature, the self-access centre has been employed as a support to
classroom-based curricula and for those who learn independently. For instance, at Hong
Kong Polytechnic, the SAC or the Study-Centre offers a referral programme or remedial
programme to students who require supplementary tuition as identified by their regular
English-class teacher. The students are referred to the Study-Centre in pairs or small
groups. A summer programme is offered to all the students who would like to practise
their English (Farmer, 1994: 14).
Little (1988) investigated the use of the SAC for independent study. He used a
language laboratory to introduce autonomy and self-direction in teaching German which
was an optional course for Engineering students at Trinity College, Ireland. The BBC
German kit which was a self-instructional course focussing on communicative functions
was used as materials for the beginners and the intermediate students. Self-direction in
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his research referred to the organisation of learning, whereas autonomy referred to the
state of independence where the students were able to take full responsibility for their
learning. The aim of the experiment was to promote learner autonomy through a
counselling service which would encourage learners to identify and develop interests
and learning techniques which were specific to them as individuals. A counsellor helped
learners to find appropriate supplementary learning materials and to discover learning
routines that matched both the materials and their individual learning styles. Learners at
both levels were encouraged to seek assessment on their special interests.
At the end of the two-year research project, the number of students dropped from
63 to 9 students, all of whom presented themselves for assessment; those who went
through the two-year programme participated actively. The programme was optional;
for most participants it involved a radically new approach to learning and the course in
Engineering had a very full timetable. Therefore, it was not easy for participants to
make time for regular learning in the SAC. Most of the participants in the programme
claimed to have difficulty in coming to terms with self-directed learning. The students
seemed to treat the counselling service as the last resort they turned to for help when
they had difficulties in undertaking self-study. The positive evaluation of the
programme was that it was able to respond to the individual needs, interests, level and
learning styles of participants in a way that would be difficult to achieve in a class-based
course. The experience of counselling showed that it was possible for one person to
cover a wide range of therapeutic and pedagogical functions. Thus, this kind of self-
directed learning was economical as well as pedagogically attractive. With regard to
students' performance, some of the participants (mostly beginners who did not venture
beyond the BBC German Kit) showed that, given appropriate learning materials, it was
possible to achieve functional competence in a foreign language with hardly any
counselling support at all.
Lum (1996: 116-123) provided learner training to prepare learners to direct the
course of learning in the self-access centre with minimal supervision at the Specialist
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Teachers' Training Institute, Malaysia. The learner training involved changing
psychological attitudes towards what learning was and confidence building as well as
training of skills and strategies required for independent learning. Students learned to
select their own learning objectives, identify the relevant resources, design their own
learning plans, assess their own performance and select the appropriate strategies. The
degree of independence was reflected in the students' active participation in learning.
The students expressed their gaining confidence and independence after they went
through the systematic programme of learner training. The findings also indicated that
the students acquired more learning strategies through their own experience in using
self-access materials.
The above two studies exemplify how the SAC could be used to promote learner
autonomy through involving the students in an independent learning mode. The results
seem to imply the degree of readiness for the independent learning mode. For instance,
in the context where the learners were more familiar with learner autonomy as the Irish
students in Little's study, the need for learner training on confidence building and
strategies for independent learning might not be as great as in the Malaysian context.
The teacher and/or a counsellor was regarded as important for both cases but his/her role
was different. In the context where the learners were more autonomous, the teacher
could facilitate the process of independent learning by helping the students to identify
their interest, their learning style and appropriate learning materials.
In the Malaysian context, the teacher had to help the learner to be confident in an
independent learning mode and teach them steps of how to handle this learning mode
through setting their learning objectives, designing their learning plan, assessing their
own performance, selecting materials and appropriate strategies. The investigation by
Little also aimed at showing that self-access learning was able to replace classroom
learning and it was an economic way to solve the problem of not having enough teachers
to meet the demands of the students.
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2.3.1.2. Psychological Preparation
The second means to promote learner autonomy is by psychological preparation.
This section is a discussion of how to prepare the learners psychologically to have
positive attitudes towards learner autonomy. Since attitudes are related to motivation
and motivation plays a part in developing learning behaviour, the discussion will cover
the selective theory of motivation relevant to this research study. The author chooses to
discuss types of motivation that play an important role in education, in language
teaching/learning and those that underpin the activities used in the learner training; the
author also took these ideas into consideration when designing the RLTP. The types of
motivation that are discussed in this section are intrinsic/extrinsic motivation,
integrative/instrumental motivation, self-efficacy, attribution theory and confidence. In
addition to changing students' attitudes, which is related to motivation, the author will
discuss how to deal with learners' beliefs, which is another area that has been worked on
as it affects the development of learner autonomy (Wenden, 1991: 54-55; Cotterall,
1995b). Finally, the practice of how to provide psychological preparation is presented at
the end of this section.
Holec (1981: 22) uses the term the 'deconditioning' process to mean
psychological preparation. To him, psychological preparation is the process whereby
the learners free themselves from many kinds of assumption and prejudices or wrong
beliefs about learning languages that may inhibit them from learning the language
successfully. This process can help the learners to develop self-confidence to work
independently. Beliefs and attitudes learners hold have much influence on their learning
behaviour; as Horwitz (1987: 126) suggests, wrong beliefs about language learning may
lead to the use of less effective strategies. Since all behaviour is governed by beliefs and
experience, it is believed that autonomous language learning behaviour may be
supported by a particular set of beliefs; the beliefs which learners hold may either
contribute to or impede the development of their potential for autonomy (Cotterall,
1995b: 196). Dickinson (1992a: 18) views psychological preparation as the process that
persuades the learners that they have the ability to be active and independent in their
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learning and that they should change their attitudes to learning. In order to help the
learners to be able to change their attitudes and be willing to take responsibility for
learning, there are two affective factors that play an important role: attitudes and
motivation.
2.3.1.2.1. Attitudes and Motivation
Allport (1968: 63) defines an attitude as 'a mental and neural state ofreadiness,
organized through experience, exerting a directive dynamic influence upon the
individual's response to all objects and situation with which it is related.' Rajecki
(1982: 4-6) analyses Allport's definition and concludes that an attitude is a private
experience of individuals which arises from single and multiple experiences, both direct
and indirect. He argues that knowing a person's attitudes gives us confidence that we
can predict his/her actions in general (Rajecki, 1982: 6). Gardner (1985: 8) views
attitude as one of the important factors that affect the language achievement as he says
that
'if the students' attitudes are favourable, it is reasonable to predict, other things being equal, that
the experience with the language will be pleasant, and the students will be encouraged to
continue positively.'
Motivation is often used with respect to language learning as a simple
explanation of achievement. Gardner (1985: 10) refers to motivation in the language
learning context as the combination of effort and desire to achieve the goal of language
learning plus favourable attitudes towards learning the language. Thus, according to
Gardner, attitude is a component ofmotivation. Motivation is considered by many to be
one of the main determining factors in success in developing a second (SL) or foreign
language (FL). It determines the extent of active, personal involvement in L2 or second
language learning (Oxford and Shearin, 1994: 12). Since in this study, the development
of learner autonomy is conducted within an English class, students' motivation to learn a
foreign language is one of the important aspects that have to be taken into account. With
regard to autonomy, Dickinson (1995: 168) argues that several areas of research in
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general education suggest that motivation to learn and learning effectiveness can be
increased in learners who take responsibility for their own learning, who understand and
accept that their learning success is a result of effort.
With reference to the teaching and learning situation, intrinsic/extrinsic
motivation is probably the types of motivation that have been discussed the most
(Spaulding, 1992: 31). Intrinsic rewards are those that come from within the students or
from the task itself; for example, students engage in a task because they enjoy doing it.
Their enjoyment is regarded as intrinsic motivation that keeps them doing that task. It is
seen as more powerful than teacher-provided reward. Extrinsically motivated
behaviours are those that the individual performs to receive some extrinsic rewards such
as good grades or the avoidance of punishment. Deci and Ryan (1985: 245) think that
intrinsic motivation is a central motivator of the educational process. Intrinsic
motivation is related to learner autonomy in that promoting learner autonomy is
regarded as a prerequisite for any behaviour to be intrinsically rewarding (see 2.3.1.1.1.).
In addition, intrinsic motivation is related to the deep approach in learning whereas the
surface approach is linked with extrinsic motivation (Entwistle, 1987: 136). Therefore,
it was hypothesised that the students' enhancement of intrinsic motivation to learn at the
end of the RLTP would indicate the effectiveness of the RLTP in attempting to develop
learner autonomy (see the results of the study in 5.2. and 5.4.)
In second language learning, the most widely known motivation theory is
Integrative/instrumental motivation. The theory of integrative/instrumental
motivation comes from the work of Gardner and Lambert (1972). This socioeducational
model of second language acquisition takes into account cultural beliefs, attitudes and
motivation (Gardner, 1985: 147). Integrative motivation is concerned with a positive
disposition towards the L2 group and the desire to share activity with or become similar
to members of that community. Instrumental motivation implies a practical orientation
towards it; students want to gain L2 proficiency in order to get a better job or a higher
salary. According to Gardner and Lambert, students who have integrative motivation
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can develop their proficiency to a higher level than those who have instrumental
motivation. However, because Gardner and Lambert's research was conducted in
Canada where French is regarded as a second language (SL), i.e. people need French for
social, economic and professional reasons, the learning situation might affect the
students' proficiency and their motivation to learn (Oxford and Shearin, 1994: 14;
Dornyei, 1990). In the situation where the language is studied as a foreign language
(FL), i.e. the students do not have to use it for social and communicative functions
within the community where it is learned (Oxford, 1990: 6), there was evidence that
instrumental motivation was more relevant as revealed from the study by Dornyei
(1994a).
Dornyei (1994a: 275) investigates this integrative and instrumental theory and
argues that in FL learning situations integrative motivation might be less relevant
because the language is learned in the place where the language is not typically used as a
medium of ordinary communication. Dornyei suggests that instrumental motivation and
need for achievement are associated with each other. These two factors particularly
affect FL learners at intermediate level and above (Dornyei, 1990: 62-69). He believes
that instrumental motivation is a central component of L2 motivation where it is
relevant, i.e. where short-term pragmatic, utilitarian benefits are available for the
learners (Dornyei, 1994b: 520). Therefore, instrumental motivation is strong in young
adult learners who are motivated to learn L2 because getting a good job or having a high
salary are their motives.
Instrumental motivation is regarded as extrinsic motivation in that it is concerned
with getting rewards from a certain performance. In this research study, the author also
investigated the change in the students' extrinsic motivation with regard to instrumental
use of the language in order to see if it affected the students' behaviour (see 4.2.3.1.,
5.3.1. and 5.6.4).
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Self-efficacy is a cognitive view of motivation which refers to personal beliefs
about one's capabilities to learn or perform at designated levels (Bandura, 1986: 391-
392). It is related to developing learner autonomy in that research in achievement
setting reveals that students' efficacy beliefs influence achievement behaviours such as
choice of tasks, persistence, effort expenditure and skill expenditure. The belief that one
is making progress enhances self-efficacy and sustains motivation. However, self-
efficacy alone will not produce competent performance when requisite knowledge and
skills are lacking. Therefore, the learners should be provided with knowledge and skills
as well as helped to enhance self-efficacy. Outcome expectations, or beliefs concerning
the probable outcomes of action are important; students tend to engage in activities they
believe will result in positive outcomes (Schunk, 1994: 79-80). Self-efficacy is related
to learning goals. According to Oxford and Shearin (1994: 21), goals, expectancies, and
self-efficacy affect performance because they lead an individual to persist longer at a
task and exert more effort, direct attention towards goal-relevant action, stimulate
him/her to develop plans for attaining goals and enhance the quality of analytic
strategies used. Schunk (1989: 96) states that allowing students to set their learning
goals enhances self-efficacy for attaining them. Goals that require a specific
performance standard raise efficacy for learning because process towards an explicit
goal is easy to gauge. General goals do not enhance motivation; working towards
difficult goals can build a strong sense of efficacy. In addition, proximal goals, which
are close at hand, result in greater motivation than distant goals (Schunk, 1989: 91).
With reference to goals in learning, Dweck (1986) discusses two types of goals
that are related to motivation. The first type is learning goals, in which individuals seek
to increase their competence, to understand or master something new. The second type
is performance goals, in which individuals seek to gain favourable judgements of their
competence or avoid negative judgements of their competence. She suggests that in
order to develop and enhance productive motivation, the learners need procedures which
include challenge and failure in the learning context. Learning success alone is not
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enough to help the learners develop productive motivational attitudes. What is
important is whether the learners are striving after performance goals or learning goals.
In language learning, clear and valued goals are important to help the students to
move from their current stage of language proficiency to where they could potentially be
(Tharp and Gallimore, 1988: 73). In addition to focusing on the importance of goals,
helping the students to move from the distance between the learners' actual development
level and the level of potential development which is called the 'Zone of Proximal
Development' (Vygotsky, 1978: 84-91) requires the assistance of the teacher (to be
discussed later in 2.3.2.).
In this research study, the author had the students set goals in learning through
the use of the learning plans (see 4.2.3.1.) in order to make the learning more
meaningful. The results from this research study revealed the effect of the teacher in
helping the students to develop learner autonomy, i.e. scaffolding was regarded as
important in this process (see 5.3.3. and 6.2.).
Dweck's view of goals and motivation is based on Attribution theory, which is
the study of how causal ascription of past failures and successes affect future goal
expectancy. According to this theory, a person's attributions for his/her success and
failures influence his/her expectations for future success and thereby his/her motivation.
Learners generally attribute their successes and failures to one of four categories: their
ability, their effort, the difficulty of the task and luck. Ability and effort are regarded as
internal causes. Task difficulty and luck are regarded as external causes. With regard to
stability, ability and task difficulty are regarded as stable causes whereas effort and luck
are regarded as unstable causes. Attribution factors are shown in the following diagram.
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The ideal motivational event is the one in which learners attribute positive
outcomes to stable causes and negative outcomes to unstable causes. Ability is a
motivationally appropriate attribution for success experience because it is stable and
likely to continue in the future. Effort is also a motivationally appropriate attribution
because it is controllable. Therefore, in an attempt to avoid any negative consequences
of effort attributions for success, teachers should help learners to recognise the
connection between effort and competence. Since the learners require procedures that
are concerned with underlying causes of motivation, teaching children to attribute their
failures to effort or strategy instead of ability has been shown to produce a lot of changes
in persistence in the face of failure (Dweck, 1986: 1043).
Attribution theory is related to learner autonomy in that it provides evidence to
show that learners who believe they have control over learning tend to be more
successful than others. Thus, the learners who accept responsibility for their success are
those who attribute their success to effort. Teaming success enhances the learners' self-
perception of competence, which leads to enhance a motivation. When the learners are
motivated, their possibility of success is also higher (Dickinson, 1995: 171).
Self-confidence is the motivational subsystem which is used to refer to the belief
that one has about the ability to produce results, accomplish goals or perform tasks
competently. Self-confidence in using the L2 is operationally defined in terms of low
anxious affect and high self-perceptions of L2 competence (Clement et al., 1994: 422).
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Thus, self-confidence includes language use anxiety which is regarded as an affective
aspect and self-evaluation of L2 proficiency which is regarded as a cognitive aspect
(Dornyei, 1994a: 277). Self-confidence is regarded as a major motivational subsystem
in FL situations (Clement et ah, 1994: 441-443).
In this research study, the author used the RLTP to help the students have
positive attitudes towards learner autonomy; therefore, having more self-confidence in
undertaking an independent learning mode would indicate the students' change of their
attitudes. The students' change of their confidence to learn by themselves at the end of
the RLTP was measured in order to indicate their positive attitudes towards independent
learning.
2.3.1.2.2. Learners' Beliefs
Another area that is taken into account when providing psychological preparation
is learners' beliefs about language learning and their beliefs about their role and
capability as learners. The former kind of belief reflects the degree of autonomy the
learners have as well as the readiness to take responsibility for their learning. The latter
kind of belief is central to language attitudes about autonomy as it may affect learners'
behaviours. This section provides a background to how learners' beliefs are related to
learner autonomy by presenting the research on learners' beliefs. The discussion covers
metacognition which is the concept associated with learners' beliefs about their roles
and capability as learners and self-regulation. Metacognition is a basis of learners'
behaviour that indicates their self-directedness such as using metacognitive knowledge
to plan, evaluate and monitor their learning. It is also related to the students' adopting
the deep approach to learning (see 2.2.1.). In this research study, the author worked with
the students' beliefs about language learning as their beliefs might affect their behaviour
(see 3.3.2.). Metacognition was investigated in relation to the students' use of
metacognitive strategies to handle English tasks (see 5.3.2.).
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• Research on Learners' Beliefs
The analysis of the results of the research on learners' beliefs conducted by
Cotterall (1995b) suggests the importance of the beliefs which learners hold because
they are likely to reflect learners' readiness for autonomy.
Cotterall (1995b) conducted a survey with 139 adult ESL learners enrolling in an
intensive English for Academic Purposes (EAP) course to investigate if the learners
were ready for autonomy. The questionnaire which was developed from a series of
interviews with ESL students was administered to the subjects. The data from factor
analysis revealed six factors underlying learners' beliefs: 1) role of the teacher 2) role of
feedback 3) learner independence 4) learner confidence in study ability 5) experience of
language learning 6) approach to studying.
Learners seemed to present a fairly traditional authoritarian view of the teacher's
role and those who subscribed to such a view did not correspond to the profile of
autonomous learner. Feedback was seen as related to the role of the teacher. Learner
independence was investigated in relation to learners' having clear goals and willingness
to try new things. Learners who agreed with the statements asking about learner
independence tended to have clearly defined goals and to be comfortable in
experimenting with new activities. Learner confidence in study ability implied a belief
in the learners' ability to influence the outcome of their learning. Although the
statements clustered in this factor could not be associated either with autonomous or
dependent approaches to language learning, the literature reveals the relationship
between learner confidence and academic success and supports the view that
autonomous learners are confident in the learning process. With reference to experience
of language learning, those who agreed with the statements on self-assessment were
those who had awareness about themselves, about language learning and about
strategies; this awareness came from their previous experience of language learning.
Although the factor on approach to studying was not specific to language learning and
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might not be linked to beliefs underlying autonomy, the results revealed the students'
adopting a fairly traditional approach to learning English.
The results of the investigation on students' beliefs in this study indicated some
of the learners were ready for learner autonomy in some aspects. Their readiness for
learner autonomy was sometimes reflected by their behaviour. For instance, those who
were dependent tended to have clearly defined goals. Students' previous experience in
language learning also played a part in their readiness for learner autonomy. For
example, the students who were ready for self-assessment had an awareness about
themselves, about language learning and about strategies. This finding suggests the area
that the teacher should work on more in trying to develop learner autonomy such as
raising the students' awareness on metacognition.
• The Relationship between Learners' Beliefs and Metacognition
Wenden (1991: 54-55) thinks that learners' beliefs about their role and capability
as learners is a form ofmetacognitive knowledge which is a part ofmetacognition. It is
shaped and maintained in part by other beliefs that they hold about themselves as
learners. For example, if the learners believe that people of some personality types are
able to learn a language successfully and if they believe they do not have that
personality, this belief will influence their attitudes towards their role and capability as
language learners.
Evaluations of acceptability and unacceptability of a certain action are intrinsic
to the beliefs learners hold about their role and capability as learners. These evaluations
affect learners' willingness or unwillingness to take responsibility for their own learning.
For example, if the learners who decide to spend more time on practising because the
teacher told them that it is important for language learning develop skill as a result, they
may become more convinced of the importance of practice and continue to learn in this
way; i.e. they have formed a valued belief. Wenden believes that a valued belief is the
heart of a learner attitude towards autonomy; learners will usually have strongly invested
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in the valued beliefs that are central to their attitudes towards their role and capability as
language learners. Wenden's case studies indicated how beliefs affected the priority the
learners set, their choice of strategies and their criteria for evaluating their learning.
Learners who believed that using the language was essential to succeed in learning
emphasised the need to learn to speak, selected practice strategies, and evaluated
positively situations which provided an opportunity for oral communication (Wenden,
1987b).
Learners' beliefs are closely related to metacognition, which is the learners'
knowledge about their own cognitive processes and ability to have control over their
processes by organising, monitoring and making modifications to them as a function of
the outcomes of learning (Weinstein and Mayer, 1986: 323). Metacognition is separated
into metacognitive knowledge and metacognitive experiences. Metacognitive
knowledge refers to what an individual knows about how he thinks and how others
think. It is the knowledge and beliefs that one has accumulated through experience.
Flavell divides metacognitive knowledge into knowledge about persons, tasks and
strategies.
Person knowledge includes knowledge and beliefs concerning what individuals
are like as thinkers. It can be subdivided into knowledge and beliefs about cognitive
differences within people (e.g. knowing that you are better at one subject than another),
between people (e.g. knowledge about other people's social cognitive skills) and
cognitive similarities among all people.
Task knowledge can be subcategorised into the nature of the information to be
addressed when facing a cognitive task and the nature of the task demands.
Strategic knowledge is the knowledge of ways that a person can succeed in
achieving cognitive goals.
69
Flavell believes that metacognitive knowledge is accumulated in a slow and
gradual fashion through experiences in various cognitive activities (Flavell, 1976: 906-
907).
Metacognitive knowledge influences learners' planning, monitoring and
evaluating (Wenden, 1998: 520). Metacognitive knowledge affects learners' planning
through task analysis. Task knowledge prompts the learners to do a task analysis to
realise what needs to be done to complete the task. Person knowledge enables the
learners to recognise what they know and what they don't know. Strategic knowledge
helps the learners to select strategies to deal with difficulties. With regard to
monitoring, metacognitive knowledge helps the learners to be aware of how well
learning is proceeding through internal assessment of comprehension which is
recognised from his earlier assessment of the task's demands. Metacognitive knowledge
is drawn upon to guide their decision making during the monitoring process (Wenden,
1998: 523-526). In this research study, the findings also indicated how the students used
metacognitive knowledge to handle the language tasks (see 5.3.2.).
Metacognitive experience or the cognitive and affective experience that occurs
during some activities that gives insight to that activity also affects metacognitive
knowledge. Many metacognitive experiences tend to include an individual's perception
of previous progress, current progress and the progress an individual will make in the
future. They tend to be influenced and shaped by whatever relevant metacognitive
knowledge an individual has acquired. In turn, metacognitive experiences contribute
information about persons, tasks and strategies to one's developing store of
metacognitive knowledge (Flavell, 1976: 907).
Both metacognitive knowledge and metacognitive experience also play an
important role in self-assessment, one of the activities important for autonomous
learners. Metacognitive processes which involve these two aspects make up an
individual's schema for self-assessment. This self-assessment schema works at two
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levels: in a formative fashion when an individual monitors and modifies the on-going
task and in a summative evaluation of the overall task. This summative evaluation can
be used to modify his self-assessment schema, which will be used again in the future
tasks. However, these cognitive processes are influenced by external and internal
influences. External influences come from an academic environment. Goals,
curriculum, training, etc. may affect the individual's ability to self-assess. Internal
influences such as individual characteristics may affect how the self-assessment schema
is employed in a certain task.
In addition, an individual's self-esteem or self-concept, motivation, school
achievement, etc. also play a role in influencing the components and formation of this
self-assessment schema. Thus, modifying schema such as modifying an individual's
previously ineffective self-assessment schema to a more effective schema may improve
his self-concept and his self-confidence (internal characteristics) as well as improve his
performance at school (external environment) (Cariaga-Lo et al., 1992: 120-121).
• Psychological Preparation in Practice
Most of the experiments discussed earlier included some aspects of
psychological preparation such as the provision of a counsellor who helped the learners
psychologically and methodologically in Little's experiment, a counsellor helped the
learners to match their learning style with the learning so that the learners were able to
proceed through the independent mode of learning successfully (see pp.56-57). Lum
used the activities designed to help the learners to be aware of various learning styles
and they were informed that there was no one right style of learning. They were helped
to understand the nature and requirement as well as advantages of self-directed learning
(Lum, 1996: 118).
Cotterall (1995a) suggested the use of dialogue between teacher and learners to
provide psychological preparation. She reported her experience of conducting a twelve-
week intensive EAP course for international students at the English Language Institute
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of the Victoria University of Wellington. The course had five components: 1)
learner/teacher dialogue 2) learning a language study theme 3) classroom tasks and
materials 4) student record booklet and 5) self-access centre. The dialogue was an
interview conducted with the learners at the beginning, mid-point and end of the course
in order to establish a personal relationship between teacher and learner, to clarify
objectives, to assess and discuss the learners' progress. It was seen as central to
fostering autonomy. When the learners started to relate concepts presented in the
learning a language study theme to their own language learning, they understood the
purposes of the interview and started to gain more experience from discussion with the
teacher. The dialogue arose naturally out of classroom tasks and many involved
clarifying the purpose of an activity or discussing ways of evaluating performance.
The unit of work on learning a language was presented to the learners in the first
week so that the learners were aware of key concepts in language learning. The tasks
given to the learners replicated the real world situation that the learners would face and
incorporated language support. To help the learners monitor their learning process, each
learner received his/her personal booklet which contained a series of self-assessment
scales and a place to record personal objectives. The learners could record their
activities and progress on the graphs and charts. The self-access centre was used as one
of the resources to solve language-related problems and a place where learners could
find information on a variety of topics.
In summary, psychological preparation deals with helping the learners to develop
positive attitudes towards learner autonomy. Therefore, the teacher has to deal with how
to motivate the learners to be confident to accept learner autonomy. The teacher should
also deal with other psychological factors that may affect their behaviour as autonomous
learners such as how to help the students to attribute their successes and failures to the
appropriate cause. Learners' beliefs also play a role in the students' accepting learner
autonomy. Therefore, the teacher should help the students to be aware ofmetacognition
so that they would have valued beliefs about themselves and their capability. Support
72
such as counselling and dialogue with the students have been used to as activities to
prepare the students psychologically for learner autonomy.
2.3.1.3. Methodological Preparation
Methodological preparation is the process of acquiring the ability and techniques
the students need to undertake work in the autonomous learning mode. Learners have to
become aware of the learning processes and techniques that they operate implicitly
(Dickinson, 1987: 122). With regard to the methodological aspect of learner training,
the literature on learner autonomy in language learning covers both cognitive and
metacognitive strategies (Dickinson, 1987, 1992; Wenden, 1991).
This section will discuss cognitive strategies in language learning and
metacognitive strategies which are essential in helping the students to regulate their
learning. The author included training on both cognitive and metacognitive strategies in
the RLTP but the emphasis of methodological preparation was on metacognitive
strategies (see 3.3.3. and Table 3.1.). Therefore, an example of a practice to provide
methodological preparation is presented in relation to the training on metacognitive
strategies.
Oxford (1990: 8) defines learning strategies as 'specific actions taken by the
learner to make learning easier, faster, more enjoyable, more self-directed, more
effective, and more transferable to new situation.' In the language learning situation,
learning strategies help learners to participate actively in authentic communication.
Thus, these strategies encourage the development of communicative competence.
Oxford separates language learning strategies into two classes: direct and indirect
strategies. Direct strategies in language learning deal with the language itself in a
variety of specific tasks and situations. Direct strategies consist of memory strategies
for remembering and retrieving new information, cognitive strategies for understanding
and producing the language and compensation strategies for using the language although
there is some knowledge gap. Indirect strategies are those employed for general
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management of learning. Indirect strategies consist of metacognitive strategies for
coordinating the learning process, affective strategies for regulating emotions and social
strategies for learning with others.
2.3.1.3.1. Cognitive Strategies
O'Malley and Chamot (1990: 44) view cognitive strategies as those that operate
directly on incoming information, manipulating it in ways that enhance learning.
Cognitive strategies are used in learning or problem-solving that require direct analysis,
transformation, or synthesis of learning materials (Rubin, 1987: 23). Rubin identifies six
cognitive strategies that may contribute directly to language learning: clarification/
verification, guessing/inductive inferencing, deductive reasoning, practice, memorisation
and monitoring. Clarification/verification is used when the learners want to clarify
their understanding of the new language and this process allows the learners to store
information for further use. Guessing/inductive inferencing is used to derive explicit
hypotheses about the linguistic form, semantic meaning or speaker's intention by using
the previously obtained linguistic or conceptual knowledge. Deductive reasoning is a
problem-solving strategy in which the learners look for and use general rules to
approach the language learned. Practice deals with strategies such as repetition,
rehearsal, experimentation, application of rules, imitation, and attention to detail;
strategies that focus on accuracy of usage. Memorisation refers to the strategies used in
the storage and retrieval process when the learners want to organise the information.
Monitoring refers to strategies in which the learners notice errors, observe how a
message is received and interpreted by the addressee, and then decide what to do about
it. It is a combination of cognitive and metacognitive strategies; identifying a problem,
determining a solution or making a correction are cognitive whereas deciding on the
action to be taken or evaluating the action are metacognitive (Rubin, 1987: 23-25).
Much of the research on learner strategies has concentrated on identifying what
strategies good language learners use to learn a second or foreign language. In addition
to the research conducted by Naiman et al. (1976, see pp. 30-32), Rubin's research was
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also focused on the strategies of successful learners so that these strategies would be
made available to less successful learners. The results of Rubin's research enabled her
to classify strategies in terms of processes that may contribute directly to learning and
those that may contribute indirectly to learning. The former strategies were
clarification/verification, monitoring, memorisation, guessing/inductive inferencing,
deductive reasoning and practice. The latter involved creating opportunity to practise
and the use of production tricks (Rubin, 1981).
Oxford (1990: 12-13) suggests that strategy training is more effective when
students learn why and when specific strategies are important, how to use these
strategies, and how to transfer them to new situations. Thus, the language teacher
should help the learners to gain self-awareness of how they learn. Porte (1988: 171)
concludes from the results of his study that students tend to use strategies and techniques
that have proved personally successful in the past rather than using the new strategies
presented by the teacher. Thus, learning strategies can be handled by means of
classroom discussion that allows the validation of students' own personal strategies and
provides a vehicle for students to share different strategies. He also suggests that if
strategies are presented in such a way that learners experience immediate success, they
are often more willing to use them. Students should not feel pressured to use a particular
technique selected by the teacher, nor should they feel stigmatised or patronised for
choosing to use certain techniques rather than others.
2.3.1.3.2. Metacognitive Strategies
Metacognitive strategies are those which are used to 'oversee, regulate or self-
direct language learning (Rubin (1987: 25). O'Malley and Chamot (1990: 230-231)
define a metacognitive strategy as 'a learning strategy that involves thinking about or
knowledge of the learning process. ' These strategies include planning for learning,
monitoring learning while it is taking place, or self-evaluation of learning after the task
has been completed. Wenden (1991: 25) uses the term self-management strategies to
refer to metacognitive strategies whereas Holec (1981: 14-19) refer to them as the skills
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of self-directed learning. O'Malley and Chamot (1990: 8) think that metacognitive
strategies are important because 'students without metacognitive approaches are
essentially learners without direction or opportunity to plan their learning, monitor their
progress, or review their accomplishments and future learning directions. '
Metacognitive strategies are necessary for successful language learning because they
help the learners understand what they are doing. They are also necessary for self-
instruction as the data revealed from the survey by Fernandez-Toro and Jones (see pp.
36-38). There are three main kinds of metacognitive strategies that Wenden (1991:
25-29) suggests should be included in the learner training programme: planning,
monitoring and evaluating.
In planning, the learners have to determine what their objectives are and decide
on the means by which they wish to achieve them. In other words, the learners have to
think about what to learn and why they are learning it in order to formulate the
objectives and then think about how, when and where to learn.
Monitoring is the process where the learners become aware of difficulties they
encounter in learning. When learners monitor their learning, self-assessment goes on
during the act of learning as a part of the monitoring strategy.
Evaluating happens when the learners reflect on the outcome of a particular
attempt to learn or use a strategy. They focus on the result and the means by which it
was achieved. Evaluation involves three mental steps: learners examining the outcome
of an attempt to learn, then accessing the criteria they will use to judge and then
applying those criteria.
When the students use metacognitive strategies, i.e. planning, monitoring and
evaluating to manage, direct and regulate their learning, they have to use their
metacognitive knowledge because metacognitive knowledge provides the knowledge
base for planning, monitoring and evaluating (Perkins and Salomon, 1989)
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Training learners to use metacognitive strategies effectively will help them to
become autonomous learners because they can show control of their learning (Wenden,
1995: 188). McDonough (1999: 13) also agrees with this idea as he states that
monitoring and self-evaluation strategies contribute to the ability to be an autonomous
learner.
Employing metacognitive strategies is a part of self-regulated learning, which is
related to the students' adopting the deep approach to learning (see pp. 26-27). Self-
regulated learning refers to the degree to which the individuals are metacognitively,
motivationally, and behaviourally active participants in their own learning.
Metacognitively, self-regulated learners are those who plan, organise, self-instruct, self-
monitor, and self-evaluate during the learning process. Motivationally, self-regulated
learners perceive themselves as competent, self-efficacious, and autonomous.
Behaviourally, self-regulated learners select, structure, and create environments that
optimise learning (Zimmerman, 1986: 308). There is some evidence that the self-
regulated students are more intrinsically motivated, i.e. they are willing to continue to
practice or study in the absence of direct external control by parents and teachers
(Zimmerman, 1994: 11). Self-regulated learners are regarded as those who have control
of their learning; in other words, they are autonomous learners who are responsible for
their own learning.
Therefore, in order to help the students develop learner autonomy, the author
included the training on the use of metacognitive strategies in the RLTP; this was an
additional aspect expanded from the OLTP (see 3.3.3.).
Wenden (1986: 316-317) discusses three kinds of cognitive and metacognitive
strategy training in language learning domain: blind training, informed training and self-
control training. In blind training, learners are taught to use cognitive strategies without
metacognitive supplement, which is the process of thinking about what they are doing.
In informed training, learners are taught specific strategies and they are made aware of
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the importance of what they are doing; they are aware of the nature of learning.
Metacognitive supplement is limited in this approach as it deals only with monitoring.
In self-control learning, learners are trained to use a specific strategy and then to monitor
their performance to determine whether the use of the strategy is effective or not.
Metacognitive supplement of this approach consists of general skills necessary to
regulate learning. However, in order to be able to reflect on their learning, to monitor
their progress and to evaluate the outcome of their learning, learners should have a
repertoire of cognitive strategies to deal with the task. Wenden (1986: 318) advocates
learning strategies in context as this enables the learners to perceive the relevance of the
task as well as helping with their comprehension and retention.
In summary, methodological preparation deals with providing tools for the
students to handle their learning successfully. The teacher has to cover cognitive
strategies relevant to the tasks as well as help the students to think about what they learn
through the use of metacognitive strategies. In other words, the students should learn
how to learn. Enabling the students to use metacognition in learning can help them to be
autonomous in the learning process because they are able to control their learning
through planning what to do, monitoring the difficulties and evaluating their
performance.
• Methodological Preparation in Practice
This section presents an example of the practice in providing methodological
preparation. This example was a study conducted to see the results of providing
methodological preparation in order to help the learners learn independently. Since
metacognitive strategies were regarded as important strategies for autonomy and/or self-
instruction, the methodological preparation of some learner training programmes put a
definite emphasis on metacognitive strategies.
The study of a self-instruction training was conducted by Fernandez-Toro and
Jones (1996). This study aimed at examining the effects of incorporating a deliberate
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awareness-raising and training programme for autonomy into a classwork syllabus. The
subjects were seven learners studying for an Engineering degree who were taking a
Spanish Language module during February to May 1995 in parallel with regular Spanish
classes according to their level. The learning programme consisted of three components:
1) a class-based course with objectives, materials and tasks set by a teacher; 2) a project
which was a short oral presentation on an engineering project; the project was set up by
the teacher while the choice of materials and strategies was left to learners; and 3) a self-
instruction training programme aiming at learning to learn by yourself; therefore, the
learners were responsible for objectives, materials, strategies and assessment.
The documents used to facilitate the training were a needs analysis questionnaire,
a study plan, a learner contract, and a final questionnaire. These documents had double
function; as learner preparation tools as well as data gathering tools. The needs analysis
questionnaire contained a wide range of choices relevant to individual needs and
perceived proficiency. The individual study plan was prepared by the learners who were
helped by open-ended questions about their problems and planned strategies. The
learners were interviewed every two weeks. While taking the interview, the learner
contracts were used as monitoring and motivation building tools. The final
questionnaire was used to assess their self-directed learning experience and to reveal
their perceived achievement.
The learners' response to the programme was examined with regard to goal-
setting, strategy development and evaluation of the self-directed learning experience.
With regard to goal-setting, comparison of the original study plan and the final
questionnaire showed vague objectives becoming focused as a result of the tutor's
guidance, unrealistic objectives becoming achievable, unavailable strategies becoming
replaced by available ones. However, one subject showed his rejection of the study
training, reporting 'too much' teacher help. The learners were made aware of learning
strategies which were used in the self-instruction learning as a result of the survey which
the two researchers conducted with learners with experience in self-instruction (see
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Research on Self-instruction, pp. 36-38) and the learners were encouraged to try new
strategies introduced by friends and/or by the tutor. The results of the learners'
evaluation of self-instruction training revealed their positive attitudes towards the
training. The reasons given for were success in improving grammar and vocabulary, no
external pressure to learn at a given pace, confidence building, freedom to choose the
content for oral presentation and language learning being a new and pleasant experience.
Fernandez-Toro and Jones concluded that training for autonomy not only yielded
positive effect in learners' strategy awareness-raising and development but also in their
building of a self-image as an autonomous learner. However, autonomous training was
not accepted by all the subjects; this might be because learners were not ready for
autonomy, they might already have been fully or partly autonomous, and thus ignored or
even resented the training or they might have lacked motivation to learn.
With regard to strategy training, the subjects in the study did not seem to
acknowledge the adoption of new strategies presented to them by the tutor; learner- and
peer-initiated strategies were more frequently acknowledged. Most often, tutor-initiated
strategies were used in addition to learners' own repertoire but they were not explicitly
aware of adopting them. Fernandez-Toro and Jones interpreted that this might come
from the fact that the taught strategies were regarded as useful if they responded to the
learners' needs. Although the new strategies were not perceived as useful enough to be
explicitly remembered, some might have been unconsciously adopted and possibly
transferred to similar tasks later.
Although the results of this research may not be reliable in that the research was
conducted with only seven subjects, the results gave more insight into methodological
preparation especially in relation to the need to provide psychological preparation as
well as methodological preparation. In their research, Fernandez-Toro and Jones put
more emphasis on methodological preparation than psychological preparation which
deals with helping the learners to be ready in terms of confidence and willingness to
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accept learner autonomy. This resulted in some subjects feeling resentment, which
might have arisen from the different degrees of autonomy among the learners. The
findings seemed to suggest that offering psychological preparation would help to cater
for learners' needs and it would avoid giving too much or too little support, which may
result in the learners resenting the training.
However, this study gave an idea of how to use study plans to help the students
set goals in learning as a part of a self-instruction training programme. The author
adopted the idea of the learning plans to help her students practise the use of
metacognitive strategies and to be used as a research tool (see 4.2.3.1.).
So far the discussion has shown how learner autonomy can be promoted in the
language learning context. Although the focus is on learner training, the discussion
seems to imply the important role of the teacher who helps provide the environment, to
support the students through the process and to teach and emphasise strategies relevant
to the autonomous learners. The following section is a discussion of roles of the teacher
which have to change from transmitting knowledge to the students, which is a traditional
role, to that of facilitating and managing his/her class in order to support the students'
development of learner autonomy.
2.3.2. Roles of the Teacher
Although the learner is central to the development of learner autonomy, this does
not mean that the teacher is not important. On the contrary, if the learners are to learn to
take responsibility for their own learning, they will need a lot of assistance along the
way, especially if their previous experience has been highly teacher-directed. White
(1996: 26-29) suggests that autonomous learning represents a fundamental shift in ways
of thinking about the roles of teachers and learners. The role of the teacher is to advance
the learner's ability and willingness to assume responsibility for his/her learning. Within
the classroom, learners have ingrained conceptualisations of their role and of the
teaching/ learning process based on their past experiences. Teachers traditionally
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correct mistakes, identify learning goals for the class and have responsibility for the
progress of the class. Therefore, the assumptions of independence, choice and control
which underlie autonomy would appear to be in conflict with the roles and
responsibilities of teachers and learners. Thus, any attempts to introduce autonomy in
the classroom should be based on understanding of the previous cultures of practice of
the learners and their beliefs about the roles and responsibilities of teachers and learners.
The idea of scaffolding from the teacher or friends which is suggested by
Vygotsky to help the students progress through the Zone ofProximal Development is
relevant to the process of promoting learner autonomy. According to Vygotsky, the
learners have to pass three stages in order to progress through the Zone of Proximal
Development: 1) assistance from the teacher or more capable classmates or scaffolding,
2) assistance which is provided by themselves such as in self-correction or self-direction
and 3) no need of assistance because the language is internalised and automatic
(Vygotsky, 1976: 79-91).
The discussion in this section will focus on what has been said about qualities of
the teacher, how s/he should conduct the class and how to prepare the teacher to go
through the process of helping the learners to develop learner autonomy. The discussion
concerning the roles of the teachers will give background to the reasons why the author
acted in such a way while delivering the RLTP.
• Desirable Qualities of the Teacher
Breen and Mann (1997: 145-148) believe that to be able to foster learner
autonomy, the teacher should hold three essential attributes: 1) self-awareness, 2) belief
and trust, and 3) desire. Self-awareness of the teacher's own self as a learner includes a
critical sense of him/herself as being able to be an autonomous learner and his/her
learning experience so that s/he can reflect on what s/he does in class. The teacher
should believe in the learners' capacity to learn and to trust the learners' capacity to
assert their own autonomy. Finally, it is important that the teacher wants to foster the
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development of learner autonomy in the classroom so that s/he is prepared to live
through the consequences for his/her own practice from this position.
With regard to classroom action, the teacher has to be a resource, to share
decisions on the learning process with the learners, to facilitate collaborative evaluation,
to manage the risks arising from the uncertainty of purposes and the challenge of learner
dependency, to be a patient opportunist as different learners are at different stages
between dependency and interdependency, and to get support from the colleagues when
s/he is uncertain whether what s/he is doing is beneficial to language learning. McDevitt
(1997: 36) suggests that if learner autonomy is an end-goal of the teaching and learning
process, teachers are now required to see themselves as facilitators, consultants,
counsellors rather than purveyors of knowledge.
• How to Conduct the Class
Dam (1995: 5) suggests the teacher should do the following things in class in
helping the students to go through the process of promoting learner autonomy.
focus on learning rather than teaching;
be engaged in the learner's learning process;
be open to learners' ideas and suggestions;
support learners' initiatives;
initiate or encourage further activities;
observe and analyse learning behaviourfor later evaluation with learners;
map out working methods and ways of evaluating progress in collaboration with the
learners;
be a consultant as well as a participant and a co-learner in the learning process.
Cotterall and Crabbe (1992: 12) think that to foster autonomy in a language
class, two important elements of the curriculum should be taken into consideration:
classroom tasks and teacher talk. With regard to classroom tasks, they are principled
learner activities usually managed by a teacher. Normally, tasks take place in the public
domain of learning, i.e. they are shared classroom activities, or in the private domain of
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learning, i.e. they are a learner's personal learning activities. Crabbe (1993: 445-451)
suggests that the teacher should focus on both of these domains and the interface
between them. He explains the six differences between the task dynamics of the public
and private domains that the teacher should take into account when assigning the
students the classroom tasks:
1. In the public domain, tasks are largely initiated by the teacher to meet
supposed common learning needs. In the private domain they are initiated by
the learners to meet specific needs. Normally, when assigning a certain task,
the teacher has a particular end in mind, i.e. what s/he wants the learners to
do as a 'treatment'. However, in the private domain, the learners start by
defining an end and then work out the means to achieve that end. In order to
cater for the private domain, the learners need to be sensitive to the thinking
behind the initiation of particular tasks.
2. In the public domain, language practice is often done with other learners or
the teacher. Strategies to achieve private work are not always modelled. In
the private domain, practice is either done alone or with interlocutors that
need to be sought out.
3. In the public domain, tasks that focus on content (fluency tasks) do not
always reveal how to deal with language difficulties that arise. In the private
domain, the learner's attention is often likely to encounter accuracy
problems.
4. In the public domain, decisions on how to go about doing a task are often
made by someone else such as a teacher or a dominant peer. Thus, it means
that there is no individual ownership of the task. In the private domain,
decisions need to be made by the individual learner.
5. In public-domain activity, the teacher provides feedback on performance
even without being asked for it. In the private domain, learners need to seek
out specific feedback on specific performance when they think they need it.
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6. In the public domain the input texts for tasks are preselected and become an
intrinsic part of the task. In the private domain, a learner often needs to work
with an unedited text for a learning activity.
In order to link the public domain to the private domain, Crabbe suggests that in
classroom discourse about tasks, the teacher should negotiate with the learners about
aspects of learning to the point that shared knowledge is established. The classroom
negotiation might be about the purposes of the tasks, the nature of difficulties that might
be encountered while doing the task and appropriate learning strategies to overcome
those difficulties. The discussion and/or negotiation can contribute to metacognitive
awareness about learning and it is likely that there will be a transfer of learning about
learning from the public domain to the private domain. Task design is also important as
it can provide models of learning activity. Crabbe suggests that the tasks that are likely
to model independent learning should have transparent performance goals, be easily
achieved by the learners who work on their own, and the learners should be able to
perceive improved performance in doing the task.
With reference to teacher talk, in order to encourage the learners to identify the
problems they face, to discuss solutions to these problems and to report on action taken,
teachers need to have skills and knowledge to promote that kind of discussion. The
skills and knowledge regarded as important are:
1. determining the learner's existing level of autonomy and the appropriate
support for the learner. There is no point in spending time convincing
learners of the benefits of autonomy; they simply require encouragement and
feedback. Also, there is no point in expecting teacher-dependent learners to
become autonomous simply by telling them to do so; they require support
and a different type of dialogue. Learners who believe that responsibility for
their learning lies only with the teacher need to have their conception of
learning challenged and the teacher-learner dialogue is an appropriate
channel. Autonomous learners basically need encouragement and feedback
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from the teacher whereas dependent learners need demonstration of the
benefits of autonomy as well as guided experience of autonomous learning
before they are prepared to modify their learning behaviour (Cotterall and
Crabbe, 1992: 17).
2. maintaining a dialogue with the learner that begins with the learner's view of
his or her learning. This can be done in one-to-one dialogue between the
teacher and the learner, teacher-learner discourse in the classroom or between
two learners. One-to-one dialogue seems to be the most effective approach
since the teacher can target the specific learning behaviour of the learner and
offer his/her own expertise to solve learning problems. Teacher-learner
discourse in the classroom is used to convey important attitudes to develop
autonomy. Dialogue between two learners is a potential for learners to learn
how to learn from each other.
The purposes of the dialogue reflect the problem-solving skills which learners
need to develop in order to become autonomous learners.
The adoption of the ideas about having a balance between public and private
domains and maintaining a dialogue with the students will be discussed in activities in
the RLTP (see Chapter 3).
• Teacher Preparation
Since teachers have to change their roles in order to foster learner autonomy in
class, Dickinson (1987: 121-122) proposes psychological and methodological
preparation for teachers as well as for learners especially in the situation where the mode
of learning that caters for learner autonomy is adopted without full agreement of all the
teachers in an institution or where teachers are new to this concept. Psychological
preparation involves three aspects:
1. Persuasion that fostering learner autonomy is feasible.
2. Changing false assumptions and prejudices that teachers have about learners.
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3. Building teachers' confidence to accept that learners are able to take
responsibility for their own learning and to adopt teachers' new roles.
Methodological preparation for teachers involves helping them to recognise the
necessary changes of role of teachers and to learn the new skills which such role changes
demand. Since the teachers have to help the learners to develop learner strategies for
self-direction, the teachers themselves have to learn about the methodological
preparation required by the learners so that they can help to prepare the learners. They
can apply their teaching skills they already possess to the new content (Dickinson, 1987:
124).
To conclude, in order to foster learner autonomy, both the teacher and the
students are expected to change their traditional roles. The teacher has to become a
facilitator, a counsellor or a consultant rather than transmitting knowledge in class in
order to support the students to go through the process of developing learner autonomy.
The students are expected to take responsibility for their own learning and get involved
in the activities which were normally done by the teacher, e.g. setting up learning
objectives, making decisions in doing the tasks, assessing their performance, etc. The
teacher should be careful in designing the tasks that cater for both individual work and
group work in order to achieve a balance between the private and public domains of
learning. Support through dialogue with the students, encouragement and feedback are
seen as important for developing learner autonomy. Therefore, it is not only the students
that need psychological and methodological preparation, the teachers also need to this
preparation in order to help the students to develop learner autonomy
2.4. Summary
This chapter provides a selective review of the conceptualisation of learner
autonomy and how it has been fostered in education, especially in the field of language
learning. It also discusses the means to reach learner autonomy, how the concept has
been put into practice in different learning contexts and the results from experiments
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and/or research on fostering learner autonomy. A common theme in the literature on the
area of learner autonomy is that promoting learner autonomy aims at helping the
students to learn effectively. The means to reach learner autonomy in language learning
is by providing a learner training programme. A learner training programme conducted
involves three elements: 1) providing an environment to promote learner autonomy; 2)
providing psychological preparation and 3) providing methodological preparation. The
environment suitable for developing learner autonomy is the classroom that encourages
self-determination and/or the self-access facilities which cater for the independent
learning mode. Psychological preparation involves changing learners' attitudes and
working with their beliefs about learning a language and their self-concept as language
learners. Methodological preparation deals with the training of cognitive and
metacognitive strategies. The roles and responsibilities of the teacher are also discussed
since the teacher is an important factor in the development of learner autonomy.
How the ideas from the theory and practice of developing learner autonomy were
adopted in this research study will be seen from the design of the RLTP in Chapter 3.
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Chapter 3
The Development of the RLTP
Introduction
This chapter discusses how the author revised the learner training programme to
make it more effective. The revised learner training programme (RLTP) was the main
tool to help the students develop learner autonomy. The discussion covers how the
RLTP was conceptualised by relating the ideas to the literature reviewed in Chapter 2,
the elements and the weaknesses of the original learner training programme (OLTP), the
elements of the RLTP that were improved or added in order to make the training
programme more systematic. The table provided at the end of the chapter shows the
comparison of the OLTP and the RLTP. The comparison was done by looking at
activities in the OLTP and the RLTP, their objectives, how they were implemented,
weaknesses, justification for improvement and/or for using the activities.
3.1. Conceptualisation of the RLTP
The review of the literature in Chapter 2 shows that the concept of learner
autonomy is broad. In this research study, the author regards learner autonomy as the
learners' ability, as well as their willingness and confidence, to take responsibility for
their own learning because an individual's degree of autonomy depends on many factors
including his or her motivation to do the task in the relevant context. The author
believes that both cognitive and affective factors play an important role in learning.
Autonomous learners should be able and be willing to participate actively in learning, to
make choices and to evaluate their learning. Therefore, being autonomous learners
requires knowledge and skills as well as motivation and confidence to take charge of
their learning. Having only desirable attitudes but no skills does not help the learners to
become autonomous. Also, the students may know how to take charge of their learning
but may not be willing to do so. Thus, the attitudes towards learner autonomy and the
ability to be an autonomous learner should go hand in hand. Developing learner
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autonomy means providing the mode of learning which enables the students to actively
participate in their learning process individually and co-operatively.
In order to improve the original learner training programme to make it more
effective the author applied the ideas from the literature to revise the learner training
programme as follows:
providing the atmosphere where the learners experience autonomy. Choices
were given at different stages of learning, i.e. the choice of tasks, criteria of
assessing each task and so on so that the students would be more involved in
the decision-making process and feel that they had self-determination in their
learning.
the self-access centre or the SALL was integrated into classwork more so that
the students had the chance to work in an independent learning mode under
the supervision of the teacher/author. This would help them to be more
confident to work on their own as there was a guideline for them to engage in
independent learning in the SALL. It was hoped that in addition to the
orientation of using the SALL, this hands-on experience would help the
students to see the benefits of the SALL and to be confident to use it
voluntarily.
the author had an on-going informal discussion with individual students
about their problems in learning and in doing out-of-class activities so that
the students who had problems were able to ask questions. As the teacher
was regarded as an expert in language learning, this session would be helpful
to discuss her language learning experience with the students.
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metacognitive strategies were focused in the methodological preparation as
they are important for self-directed learning and for university study (see
2.2.1. and 2.3.1.3.2.).
the students' use of cognitive strategies and metacognitive strategies were
made explicit through an awareness-raising process so that the students were
aware of the effectiveness of their own strategies and were able to learn from
other students' strategies.
the students were guided to be reflective on their performance, i.e. the
accuracy of the language use and the process ofworking, during the feedback
session. It was hoped that such training enabled the students to engage in
self-correction and peer-assessment successfully and meaningfully as
required by the course.
In summary, the RLTP concentrated on the three key elements of learner
training: providing an environment both in class and in the SAC that catered for self-
determination, psychological preparation to change learners' attitudes towards taking
responsibility for their own learning and methodological preparation. Since the author
also acted as a teacher in this research study, it was not necessary to provide preparation
for the change of her role. What was her main concern was creating the class
atmosphere where the students were not intimidated to negotiate, discuss and show their
opinions. The author had to try to involve the learners in the learning process, be
sensitive and be flexible to what was going on in class rather than focusing on the lesson
plans only. Developing learner autonomy is an on-going process and it cannot be done
only by the teacher's telling the learners to be autonomous (Little, 1991: 45). Since
there is no fixed formula for developing learner autonomy as autonomy is something
happening inside the learners, the author had to keep the goal of developing learner
autonomy in mind when teaching so that she was able to inject the concepts of learner
91
autonomy and provide every possible opportunity for the students to exercise their
autonomy.
3.2. The Original Learner Training Programme (OLTP)
This section describes the OLTP by discussing the two main elements of learner
training used in the OLTP, how they were delivered, and weaknesses of the OLTP. The
project and the use of self-access centre were requirements of the course which the
author had to observe, especially since the project which affected the students' final
grades. Although the author had to observe the requirements of the course, she had
some freedom to modify them as seen in Table 3.1.
3.2.1. Elements of Learner Training in the OLTP
The OLTP has been implemented since 1989 (KMITT Bulletin, 1989). It aims at
providing an opportunity for students to make decisions in the learning process and
giving choices to students. The department designed two activities where these two
elements could be implemented:
1,Project. The content of LNG 101 emphasises doing tasks because the task at
the end of every unit demonstrates whether the students are able to use the content and
language knowledge learned throughout the unit to complete the task (see 1.4.). The
students have to use their existing knowledge to complete the task; this process makes
the learning more meaningful to them. Since the students are familiar with doing tasks,
the Department designed a major task which the students had to find information to
complete. The task was done in groups. This task was called 'the project' and it
accounted for 15% of the total assessment score of LNG 101. The project aimed at
giving formative assessment of the students instead of relying upon the mid-term and the
final examinations in order to evaluate the students' performance in the English class. In
addition, the students had the chance to participate in the evaluation process which
formerly had been done solely by the teacher. The project also provided freedom in
learning to the students because they had the chance to make decisions on: which topic
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to work on; who to work with; where to find the information; and how to present the
information both orally and in written form. The content of the project was semi-
technical in that it had to be related to areas in science and technology but students did
not have to use technical terms to write their project.
The written work was evaluated by the teacher of the group and another teacher
who read the written work of every group. The evaluation criteria were as follows:
1. using language that was relevant, concise and easy to understand;
2. having a sequence ofcontent which covered introduction, main idea, details and conclusion;
3. using clear and suitable visual aids such as pictures, tables or diagrams;
4. showing neat and attractive presentation; and
5. giving a suitable and correctform ofreferences.
The time allocated for the project was two months. The students had to submit
their topics and outlines to the teacher before starting the project and then submit the
first draft for correction which was done by self-correction under the guidance of the
teacher. The teacher would read and correct the students' work by using symbols which
were used with every group; the meaning of the symbols were shown to the students
before this process was used. The written work accounted for 7.5% of the total scores of
the project.
The other 7.5% came from oral presentation of the written work where the
students were evaluated by the teacher and their friends; this gave the opportunity for the
students to participate in the evaluation process. The criteria used to evaluate the oral
presentation were:
1. interesting content;
2. staging of the presentation to include introduction, detailed content and conclusion;
3. a practical idea that could be applied to real life or study;
4. appropriate use ofthe language;
5. being clear and comprehensible to the audience;
6. clear and appropriate visual aids;
7. good co-operation from other group members if the speaker had difficulty;
8. answering questions well;
9. personality and confidence in doing the presentation;
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10. creativity in presenting; and
11. appropriate timing.
The criteria did not require too much language competence from the students and
the assessment was carried out in groups. Therefore, the students were confident enough
to participate in the process. However, the author thinks that allowing the students to
take part in the evaluation process suggests a political agenda of learner autonomy which
involves empowering learners; however, the students did not have to think and discuss
much while evaluating their friends' work so their empowerment was perhaps rather
superficial.
2. The use of SALL, the self-access centre which was set up to promote
independent learning. The SALL provided equipment and materials in English
language which were prepared for the students to practise with and get feedback on their
own by looking at the keys and explanation provided in the SALL. It also provided a
support system that could facilitate independent learning such as needs analysis
questionnaires, record sheets, and so on. All the first year students would be introduced
to the SALL in their first week of study so that they knew about the available resources
which they could use to improve their English. The use of the SALL was emphasised by
the teachers when the students had to do the project because not only was it a useful
resource but it was also hoped that the students would use the SALL more frequently
when they knew about it. It was expected that independent learning in the SALL could
help to develop learner autonomy in the students.
In summary, it can be said that the OLTP was an attempt to provide learner
training to the students through psychological preparation and methodological
preparation. With regard to psychological preparation, the teachers involved the
students in the learning process through choices provided in the project and through
peer-assessment of the project. They were exposed to independent learning through the
use of the SALL which was done on a voluntary basis. Most of the students used the
SALL more as a resource for the project. However, the use in that respect only
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familiarised the students with the SALL; we were not certain that the students would see
the benefits of the independent learning mode provided by the SALL. As for
methodological preparation in the OLTP, introducing the project to the course implied
the emphasis of metacognitive strategies as the process of doing the project required the
learners to use these strategies. However, the training on how to use metacognitive
strategies was not explicit as the teachers appeared to assume that the students had
already acquired these strategies.
3.2.2. Weaknesses of the OLTP
Based on personal experience in teaching LNG 101 and on informal discussion
with colleagues on how they conducted their teaching, which was confirmed by the data
from teacher interviews conducted during the fieldwork (see 4.2.3.1.), the author saw
that the OLTP had weaknesses which arose from how the teachers conducted the
activities aiming at developing learner autonomy as follows:
1. Most of the students had not been sufficiently trained how to work
independently before. Only those that had experience in learning by themselves and
those who were motivated to learn English came to use the SALL. However, from
observation while supervising the SALL, the author saw the students often used the
SALL to entertain themselves by watching feature films. They did not have any specific
learning objectives, nor were they trained to formulate them so they focused on using the
SALL for entertainment.
2. No preparation was given in decision making. This was seen from the way
choices in learning was provided in a limited manner such as having the students choose
only the topics of the tasks listed by the teachers. The choices were superficial because
they were predetermined by the teachers. More meaningful choices such as those
provided in the project, e.g. choice of their topic and how to do the project, came late i.e.
almost at the end of the course.
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3. When doing the project, some students might have felt unprepared for working
without help from the teacher and this could possibly have led to frustration and lack of
success rather than encouraging students' involvement in learning; the author had
observed her class and the outcomes of the project when she had been teaching LNG
101 before conducting this research study. There were many aspects where the teacher
left the students to work on their own assuming that the students liked the freedom given
such as choosing and managing time to complete the project, self-correction of the
written work and peer-assessment of the oral presentation. However, there were no
worksheets that helped the students with the learning process or other aspects that
facilitated students' development of learner autonomy. Therefore, it seemed that the
students had to go through the training with insufficient guidance.
4. Corroborative evidence on the weakness of the OLTP resulted from research
conducted by Watson Todd (1996). This research examined whether teachers who
taught LNG 101 enhanced learner autonomy in the classroom as well as in self-access
learning; in this context learner autonomy referred to learning independently in the
SALL. Watson Todd investigated six teachers who had previous experience of teaching
LNG 101 by recording their teaching over the first two weeks of the semester. Watson
Todd suggested that learner autonomy might be manifested in the classroom through the
change in the power relationship between teacher and learners. He investigated power
distribution in the classroom by looking at teacher's talking time, topic initiation,
patterns of communication, openness of questions and tasks and teacher language. The
results of the research indicated that different teachers distributed power unevenly.
Generally, the teachers dominated the talking and initiated content. They controlled
patterns of communication and dictated the input given by students. The language used
in instructions and the closed nature of the task limited the students' choice and freedom
to decide about their learning. Statements such as ' You have to be able to learn by
yourself. You have to be responsible for your own learning', which were expressed by
the teachers in class reflected the contradiction of teachers 'anti-autonomously' forcing
students towards learner autonomy.
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With regard to preparation for self-access learning which was seen as an
important step to help students work successfully in the SALL, Watson Todd
investigated how the teachers prepared the students for self-access learning by analysing
topics covered in the introduction to the SALL. The results suggested that the students
were underprepared for self-access learning since the teachers did not cover requisite
skills, knowledge and strategies and the instruments used in self-access learning.
The evidence from Watson Todd's research supported the author's impression
that teachers' behaviour played a part in developing students' autonomy. The way they
tried to force autonomy to happen verbally but conducted the class in a teacher-centred
manner indicated a weakness in the OLTP.
From the weaknesses described above and from the observation of the author,
she had the impression that only the students who were already motivated and knew how
to work independently developed some level of autonomy when taking LNG 101.
Those who had never encountered working in this way, i.e. a situation that required them
to make decisions in their learning, might not be motivated to work on their own or have
the knowledge to work in such a way.
Having seen the weaknesses in the current situation and the OLTP, the author
developed a more systematic learner training programme to be integrated into LNG 101
but still keeping the main elements of the OLTP, i.e. the project and the use of the SALL
because they were also requirements of the course. The revised learner training
programme (RLTP) aimed at giving more systematic psychological and methodological
preparation to the students so that they would be ready to accept a higher degree of
learner autonomy and know how to exercise it. However, the degree of learner
autonomy that the students would develop to a certain extent depended upon the
background of students (see 5.1.). Since the students came from different schools, and
the standards of secondary schools in Thailand varies, some students might already had
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previously experienced the type of educational environment where they could exercise
learner autonomy. For those students, the degree of development of learner autonomy at
the end of the RLTP might not be as much as those who had experienced less autonomy
in their previous educational environment.
3.3. The Revised Learner Training Programme (RLTP)
Since the learner training programme would be integrated into the compulsory
course, the author had to follow the requirements of the department. However, several
elements were added in order to make the revised learner training programme more
systematic and more effective to develop learner autonomy. This section discusses how
the RLTP was developed by considering the constraints of the situation, the content of
psychological and methodological preparation and the documentary support of the
RLTP.
3.3.1. Constraints
The main constraint in revising the learner training programme came from the
predetermined syllabus and materials, i.e. one of the objectives of LNG 101 was to
enable students to communicate on semi-technical topics by using the four skills;
namely, listening, speaking, reading and writing. The materials were six units taken
from Interface (see Appendix A) and the students had to take the midterm and final
exams based on language points they had learned. As a teacher, the author's first
priority was to try to teach the content required for the exams. At the same time, she had
to conduct the learner training which contained some activities that were regarded as
additional to the main content of the course such as having students discuss why they
could not fulfil the objectives set in their learning plan (see 4.2.3.1.). Therefore, the time
allocated for the learner training was not enough; some activities were conducted less
frequently than they had been planned (see 4.2.3.1. and 6.3.). This might have affected
the effectiveness of the RLTP.
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3.3.2. Psychological Preparation
The problems from the OLTP regarding psychological preparation came from
insufficient preparation of the students to accept responsibility for their learning, e.g.
making decisions, self-correction, peer-assessment, as well as working independently in
the SALL. Therefore, the author tried to solve this problem by these modifications:
involving the students in the decision-making process more. Instead of
waiting until the students started the project, the author provided choices for
the students in the final task of each unit. The choices were given in terms of
the title of the task, how to do the task and how they wanted their tasks to be
assessed such as by giving overall comments to the task or by correcting all
the grammatical mistakes, etc. When the students did the project, the author
tried not to interfere with their decision-making process. She focused on the
students' judgements regarding the title and content of the project; the author
acted as a consultant rather than as assessor.
enabling the students to be confident to do self-correction and peer-
assessment by providing a plenary feedback on grammatical points and
asking the students to detect the mistakes and correct them. Peer-assessment
was conducted in classroom exercises which the students were able to handle
because the answers were obvious.
enabling the students to have self-confidence to engage in independent
learning by providing hands-on experience in the SALL with guidance from
the author. The author took the students to work in the SALL but provided
guidelines and discussed the purposes of the activity with them before
allowing them to explore and work in the SALL. This activity aimed at
familiarising the students with an independent learning mode and at
enhancing their self-confidence to work on their own. They were able to get
help from the author anytime as the author was present in the SALL.
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providing resources such as monolingual and bilingual dictionaries in class
when the students did the final task so that the students learned to seek help
from other sources rather than depending on the teacher all the time. The
author tried to present her new role as a consultant by encouraging the
students to go to the SALL to find more information about language use or to
use the dictionaries provided in class. However, they could always come to
the author if they were not certain.
As well as the modifications discussed above, the author added new elements
into the RLTP as follows:
working with students' beliefs about language learning as it affected their
behaviour. The author asked the students to write down their beliefs about
language learning in order to help the students to investigate their beliefs at
the beginning of the course. At a later stage in the course after they were
exposed to new experiences in learning a language, the students were asked
to look at their beliefs at the beginning of the course to see if they still held
the same beliefs.
having an on-going informal discussion with individual students about their
problems in learning and in doing the outside class activities. It was regarded
as an individual trouble-shooting session. The session enabled the author to
share her own experience as a language learner with the students when they
asked for suggestions of how to practise a certain language skill. This was
regarded as a dialogue between the teacher and the learners which was
important for the process of developing learner autonomy (see 2.3.2.).
keeping balance between public domain and private domain as suggested by
Crabbe (see 2.3.2.) by having the students do the final tasks sometimes
individually and sometimes in groups. The final tasks of the unit were
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considered important in that they were designed for the students to use the
knowledge learned throughout the unit as well as their existing knowledge to
complete them. Most of the teachers normally treated the final tasks as group
work tasks. When doing a group work task, the students had to choose the
strategies that worked best for the groups to finish the task in time; the
students might learn new strategies from their friends during negotiation to
do the task. In doing individual tasks, the students knew if the strategies they
chose were effective and if they had problems in using the language.
Although working in groups might be able to provide psychological support
to the students when they felt frustrated from dealing with the tasks in LNG
101 which emphasised the productive skills, writing or speaking, they would
not be independent if they worked in groups all the time. Therefore, the
researcher thought that the tasks should be handled both individually and in
groups in order to help the students to be aware of their problems and/or their
learning as well as learning from friends.
In summary, psychological preparation in the RLTP was an attempt to help the
students develop positive attitudes to learner autonomy by providing them with hands-on
experience in independent learning. The students would be able to discover the
experience of being autonomous in learning. This experience would help them to be
more confident in taking responsibility for their own learning. To provide psychological
preparation, the author provided a classroom environment where the students had more
control over their learning or could feel more self-determining, helped students to feel
that they were competent to learn on their own and helped the students to develop the
knowledge about learning and themselves with respect to learning. It can be said that
psychological preparation provided the students with an opportunity to practise
autonomy under teacher supervision. The process of psychological preparation implies
that the teacher is an important factor in a learning environment; as Little (1975: 260)
says 'there is no escape from the paradox of leadership- the requirement that men
should be led to freedom, that students be taught the autonomous style.' Boud (1988:
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29) also agrees with this idea as he said that although the educational goal is
independence, there is an unavoidable dependence on authorities for information and
guidance. The teacher is needed to provide scaffolding for the students before they are
able to self-direct their learning (see 2.3.2.).
3.3.3. Methodological Preparation
Methodological preparation means providing tools which the learners can use to
work on their own and so normally deals with training in cognitive and metacognitive
strategies (see 2.3.1.3.). Research in the literature reveals that metacognitive strategies
are important strategies for autonomous learners (see 2.2.2. and 2.3.1.3.2.). However,
the weaknesses of the OLTP indicated that explicit training on the use of metacognitive
strategies was not provided. Instead, the teachers assumed that all the students had
acquired these strategies and expected the students to use metacognitive strategies when
doing the project. Those knowing how to use metacognitive strategies had no problem
but those who did know how to use them did not really learn metacognitive strategies
from doing the project. Therefore, to provide methodological preparation, the author
focused on how to use metacognitive strategies more than cognitive strategies.
However, cognitive strategies were also covered by raising students' awareness of the
cognitive strategies they chose to complete the tasks and teaching strategies relevant to
unfamiliar tasks such as listening tasks. Methodological preparation involved the
following aspects:
helping the students to be aware of their use ofmetacognitive strategies. The
training was conducted when the students carried out the final task of the
unit. The students were asked to analyse the process they went through in
order to complete a certain task (see 4.2.3.1.: A Checklist of Strategies the
Students Used to Handle Language Tasks and Worksheets on Planning,
Monitoring and Evaluating). The questions asked concerning metacognitive
strategies, namely, planning, monitoring and evaluating, would help the
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students to be conscious of metacognitive strategies they employed in the
language task.
having the students practise using metacognitive strategies through planning
their learning (see 4.2.3.1.: Learning Plan). When doing the learning plan,
the students had to formulate learning objectives, monitor the learning plans
by keeping track of activities that they decided to carry out in order to reach
the objectives as well as identify problems arising during their process, and
evaluate their learning plans by checking whether they had reached the
objectives and how much they had achieved the objectives. The learning
plan not only helped the students to practise using metacognitive strategies, it
also provided choices for the students regarding learning objectives that they
wanted to achieve in addition to the objectives predetermined by the syllabus.
helping the learners to be aware of their use of cognitive strategies. This was
done by a) providing a checklist at the end of some tasks, e.g. writing or
listening in the lab, for the students to think back to their strategies used to
complete the task and b) discussing cognitive strategies which the students
employed in plenary whenever there was time available.
teaching cognitive strategies that were considered effective for unfamiliar
tasks such as listening tasks before the students performed the task in order to
expand the students' repertoire of cognitive strategies. Then the author
encouraged the students to try the new strategies to see if they worked for
them.
3.3.4. Support for the Training
In order to provide a more systematic and explicit learner training, the author
used the following documents to facilitate the learner training process: (see 4.2.3.1. and
Appendices A and B).
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1. Learning plan. It was used to facilitate the training of using metacognitive
strategies. The students had to state in Thai their learning objectives, how to
reach the objectives in terms of activities and time allocated for the activities,
materials used with the activities and criteria to see if learning objectives
were achieved (see 4.2.3.1. and Appendix B).
2. Worksheets on planning, monitoring and evaluating. They were used to
help the students to be aware of metacognitive strategies they employed
when doing the final tasks (see 4.2.3.1. and Appendix B).
3. Checklist of strategies the students used to handle language tasks. It was
used to help the learners analyse their use of cognitive and metacognitive
strategies (see 4.2.3.1. and Appendix B).
4. A proforma asking the students' opinions about learning English. It was
used to help the students analyse their beliefs about learning English as their
beliefs play an important role in the development of learner autonomy (see
2.3.1.2.2.). The students were asked to fill in the proforma in Thai in their
first class of studying LNG 101 so that they had the chance to reflect on their
experience in learning English and what it meant to them. The proforma was
kept in the file so that the students were able to look at it when they
formulated and revised their learning plan (see 4.2.3.1.). It was thought that
the students might change their beliefs after being exposed to different ways
of learning English (see Appendix A).
5. Self-study worksheet. It was used to facilitate the students' independent
learning in the SALL. The students had to answer the questions which
guided them through the process of learning independently in the SALL in
Thai. The self-study worksheet was aimed at guiding the students to work
independently in the SALL and helping them to be conscious of the process
they went through while working in the SALL (see Appendix A).
6. Worksheet to help the students work systematically with the project.
When the students started to do the project work, the author asked each group
104
to fill in the worksheet containing project title, scope of work, outlines and
references in order to help them plan the project work (see Appendix A).
7. Worksheet describing the process of completing the project. The
worksheet was used to help the students monitor their performance. Each
student had to fill in the worksheet which contained the questions on what
task the student was delegated to do, how s/he did it, how much time s/he
spent on it, problems arising and how to solve them (see Appendix A).
In addition to facilitate the learner training process through guiding and making
the process explicit and systematic, the first three documents were also used as research
instruments to reveal the students' performance and development.
These documents were kept in the students' files which also contained their work
done in class so that the students could look at their performance, outcomes of the tasks
and their beliefs about learning English. The files were kept in a cabinet in the SALL
because it was easy for the students to access them so that the students could put the
work they did outside class in the file when it was convenient for them. It was hoped
that keeping all the documents and the students' work in the file could facilitate the
students' self-analysis when they had to revise their learning plan (see 4.2.3.1.: Learning
Plan).
3.3.5. Comparison between the OLTP and the RLTP
The table below compares the OLTP with the RLTP. The information about the
OLTP came from the author's observation when teaching LNG 101 before conducting
the study, and from interviews with colleagues who had experience in teaching and
knew about learner autonomy; these teachers taught at the same time as the author when
she conducted the fieldwork (see 4.2.3.1.: Teacher Interviews). The weaknesses the
author had analysed before revising the RLTP were still apparent but there was a
variation, i.e. the way the teachers handled the activities. This was revealed from the
teacher interviews. The comparison was done with respect to the activities the teachers
105
were asked about in the teacher interviews; these activities indicated how learner
autonomy was provided. In fact, promoting learner autonomy is not done only through
classroom activities; other aspects of teaching such as classroom interaction between the
teachers and the students, teacher talk which reflects their attitudes towards learner
autonomy and how the teachers conduct the class also affect the development of learner
autonomy. However, those aspects were not able to be compared because the author did
not observe every teacher's class.
The comparison in Table 3.1 is done by analysing the activities which indicated
either psychological or methodological preparation. Table 3.1 is divided into
psychological preparation and methodological preparation. The first table is concerned
with psychological preparation. The author compares the activities used in the OLTP
and those used in the RLTP in terms of objectives, implementation and weaknesses of
the activities used in the OLTP. In the teacher interviews, the teachers talked about how
and why they handled the activities. That information indicated the objectives and the
implementation of the activities. An analysis of the weaknesses of the activities in the
RLTP was done by looking at the effect of how the activities were handled on
developing learner autonomy; not all of the activities had weaknesses. Justification for
implementing the activities used in the RLTP is also presented in relation to how it
might help promote learner autonomy. The second table is concerned with
methodological preparation. The comparison between the OLTP and the RLTP is
presented similarly. The RLTP was conducted for four months and the activities in the
































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































This chapter describes how the RLTP which was the main tool to promote
learner autonomy was developed. The discussion addresses the weaknesses of the
original learner training programme (OLTP) and analyses how the author formulated the
revised learner training programme (RLTP). The RLTP involved the provision of three
main elements: a learning environment where the students had control of their learning,
psychological preparation which helped them to have positive attitudes to learner
autonomy and methodological preparation which taught the strategies that they can
employed in order to be self-directed learners. In order to achieve the objectives of
those three elements, the author designed activities to be used in the RLTP, some of
which were modified from the current activities; others were added. These activities
aimed at improving and developing the OLTP to make the process of developing learner
autonomy more effective. Documents were designed as a support to help the students
develop learner autonomy; some of these were used both as pedagogic tools and as
research instruments (see 4.2.3.1. and Appendices A and B). In addition to these
activities, the RLTP involved desirable attitudes and behaviour of the teacher to conduct





This chapter discusses the design of the study. The chapter addresses the
rationale of the design, research methodology, and the methods of analysing data. The
discussion of the research methodology involves consideration of the research stages,
the data collection and the modification and/or expansion of the design. The research
stages discussion covers how the fieldwork and the follow-up study were conducted.
The discussion analyses the research instruments used in each phase of data collection,
how they were constructed, used and problems arising from their use. The discussion
also covers what the literature has reported about the use of these research instruments
and the application of the relevant concepts in the literature in constructing the research
design and the research instruments. This research study was not designed by following
any one particular research or model; the author applied some of the ideas from the
research and the experimentation in the area of learner autonomy which was discussed in
Chapter 2. The research methodology was eclectic.
4.1. Rationale of the Design
This section provides the background of case study which was the approach used
to conduct this study and provides a review of relevant literature as a rationale for the
choice of this approach. The author reviews the literature related to the use of case study
in education with an emphasis on research in language learning. Relevant research in
language learning is presented as it exemplifies the methodology of conducting a case
study research; the author adopted some of this methodology for this study. The
discussion of the rationale of the design covers definitions of case study, the
methodology of conducting it, and arguments about advantages and disadvantages of
using case study as a research approach. The last part of the section is the justification
for using the case study approach to conduct this research.
115
4.1.1. Case Study Research
There is a range of definitions concerning case studies. Adelman et al. (1976:
140) regard a case study as an umbrella term for the research methods that focus on an
enquiry of an instance. Yin (1984: 23) defines a case study as an empirical enquiry that
investigates a contemporary phenomenon within its real-life context; when the
boundaries between phenomenon and context are not clearly evident; and in which
multiple sources of evidence are used. Larsen-Freeman and Long (1991: 11-12) define a
case study with respect to the second language acquisition field as
'a longitudinal approach which typically involves observing the development of linguistic
performance, usually the spontaneous speech of one subject, when the speech data are collected
at periodic intervals over a span of time...normally the longitudinal approach is naturalistic,
process-oriented and ungeneralisable because it deals with very few subjects. '
Merriam (1988: 16) refers to a qualitative case study as an intensive, holistic
description and analysis of a single entity, phenomenon, or social unit. Case studies are
particularistic, descriptive, and heuristic and rely heavily on inductive reasoning in
dealing with multiple data sources.
Traditionally, a case study aims at gaining an insight into an individual unit or a
case which can be either a bounded system such as a school or a single instance such as
a person (Adelman et al., 1976: 140; Nunan, 1992: 75-76). Researchers normally use
observation as the main method to probe deeply and to analyse intensively the
phenomena from different dimensions in order to establish generalisations about the
wider population to which that unit belongs (Cohen and Manion, 1994:106-105).
Adelman et al. (1976: 141) regard case study research as the study of 'an instance in
action' which investigates how the instance functions in context rather than an exemplar
of a class of objects, entities or events. In order to establish the relationship between the
'instance' and the 'class' from which it is drawn, case study research may be set up
either by a) having an issue or hypothesis and then selecting a bounded system as an
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instance drawn from a class; or b) by setting up a bounded system or a case where issues
are indicated, discovered and studied in order to have full understanding of the case.
In this study, the author used the second method to set up the case. The RLTP
was the case to be studied in order to have an insight into how it helped to develop
learner autonomy. The author did not formulate any hypothesis before setting up the
case.
Since the purposes of conducting a case study are either to study samples in
order to make a contribution to some more general pattern or to interpret the case, the
methods used to collect data are eclectic. To serve the former purpose, researchers are
more likely to use techniques allowing for numerical analysis of elicited data especially
questionnaires and structured interview schedules (McDonough and McDonough, 1997:
207). The techniques used for the latter purpose are naturalistic and descriptive, such as
observation, narrative diaries, ethnographic interviews, verbal reports, and collection of
existing information such as students' written work or test data (McDonough and
McDonough, 1997: 208). Because the data are obtained from different sources, in the
process of analysis and interpretation, triangulation is an important feature (Denzin,
1978).
Triangulation may be defined as the use of two or more methods of data
collection in the study of some aspect of human behaviour in order to explain more fully
its richness and complexity by studying it from more than one standpoint (Cohen and
Manion, 1994: 233). This definition is based on multi-method approach. Adelman et
al.(1976: 145) think that triangulation is the heart of the intention of the case study in
order to respond to the multiplicity of perspectives in a social situation. They think that
a case study should represent fairly the differing and sometimes conflicting viewpoints.
Triangulation has special relevance to explain complex phenomenon such as the study of
a classroom where the adoption of a multi-method approach will generate a fuller and
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more realistic view of the class (Cohen and Manion, 1994: 239). It also helps to
increase the reliability and validity of the qualitative data (see 4.3.3.).
Triangulation can be done at various aspects. Time triangulation employs a
cross-sectional design to collect data from different groups at one point in time and a
longitudinal approach to collect data from the same group at different points in the time
sequence. Space triangulation may test theories among different people or measure
differences between different populations. Combined levels of triangulation analyses
data from different levels such as the individual level, the group level and the
organisational level to provide more picture. Theoretical triangulation draws upon
alternative theories instead of using one viewpoint. Investigator triangulation uses
more than one observer or one participant in a research setting in order to obtain more
valid and reliable data. Methodological triangulation involves using the same method
on different occasions or different methods on the same subject of study (Denzin,1978:
291-307).
In this research study, the author used methodological triangulation to obtain
data from different perspectives in order to gain an insight into the RLTP. For instance,
the data from ASSIST and the student interviews gave details on the students'
perception of freedom in learning which might affect their approaches to learning (see
5.4.). Investigator triangulation was also used. For instance, the data on the classroom
environment was obtained from both the observer and the author who wrote about it in
her diary. Triangulation technique was also used at the data analysis stage (to be
discussed in 4.3.1.).
• Advantages and Disadvantages of Case Study Research
There are advantages and disadvantages of adopting the case study as a method
of research. The case study research is advocated because it is 'strong in reality. ' It also
represents a multiplicity of viewpoints and insights obtained by case studies can be used
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for a variety of purposes. The case can be generalisable either about an instance or from
an instance to a class (Adelman et ah,1976: 148-149).
The criticism of the case study approach concerns the reliability and validity of
the research. Since the case study is context dependent and the researcher searches for
an understanding of the context s/he is studying more thoroughly, each case is unique
and cannot be replicated. With regard to validity, as the focus of the case study is on a
single instance, some researchers think that the results from the case study research
cannot be generalised, i.e. case study research lacks external validity (Nunan,1992: 80).
However, researchers who advocate the case study approach have different views
concerning validity. Stake (1988: 256) who regards the importance of insights into the
research more than the generalisability or external validity of the research says that
' the principal difference between case studies and other research studies is that the focus of
attention is the case, not the whole population ofcases. In most other studies, researchers search
for an understanding that ignores the uniqueness of individual cases and generalizes beyond
particular instances. They search for what is common, pervasive, and lawful. In the case study,
there may or may not be an ultimate interest in the generalizable. For the time being, the search
is for an understanding ofthe particular case, in its idiosyncrasy, in its complexity. '
With reference to the use of case studies in educational research, Bassey (1981:
85-86) thinks that relatability is more important than generalisability. If the case studies
are carried out systematically and critically to yield sufficient and appropriate details, the
teachers who work in the same situation can relate his/her decision making to that
described in the case study.
Other researchers argue that internal validity is of concern in all types of research
because it involves the question of whether the investigators are really observing what
they think they are observing (Nunan, 1992: 80). Guba and Lincoln (1981: 115) regard
internal validity as an important aspect of because 'without internal validity results are
meaningless and there is no point in asking whether meaningless information has any
general applicability. ' The author agrees with this idea because in conducting a case
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study research, the researcher aims at gaining as much insight into what s/he is studying.
Therefore, the data obtained to explain the case have to be valid so that the case is able
to give information which is of use to those who work in a similar situation. In this
research study, although the author aimed at investigating the RLTP in her own
workplace, it is hoped that the results of the study can be related to any educational
institution which fosters learner autonomy in a limited situation.
To conclude, case study research is used to gain an insight into an instance
which the researchers are investigating. Therefore, different research methods are
employed to obtain data in order to explain multiple facets of the case fully. Since the
data are obtained from different sources, it is important to link the data by using
triangulation.
4.1.2. Case Study Research in Language Learning and Teaching
In the field of language learning and teaching, case study research has been used
for two purposes: case studies of courses and case studies of individual language
development and learner strategies.
• Case Studies of Courses
Case studies of courses are normally conducted as programme evaluation,
programme design and evaluation and needs analysis (McDonough and Mcdonough,
1997: 215-216). Stake (1995: 95) states that 'all evaluation studies are case studies.'
Programme evaluation normally deals with summative and formative modes of
evaluation. Summative evaluation is concerned with the end-product of the programme
whereas formative evaluation focuses on the ongoing process of course development.
The techniques used include measurement scales, questionnaires and interviews
(McDonough and McDonough, 1997: 215). Programme design and development is
regarded as a case when it is a part of a whole package which starts with needs analysis,
then designs the programme and finally evaluates the programme. Programme
construction contains questions, data, and interpretive analysis (McDonough and
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McDonough, 1997: 215-216). Needs analysis has been mostly conducted in the field of
English for Specific Purposes (ESP). Since it is concerned with specific
groups/individuals in specific contexts, it has the quality of a 'case.' The techniques
most used to conduct needs analysis are questionnaires and interviews carried out with
learners, language teachers, specialist staff, employers and administrators.
• Case Studies of Individual Language Development and Learner Strategies
In applied linguistics, the case study has been used to trace the language
development of first and second language learners. Case studies have been used in
research in second language acquisition (SLA) in order to generate very detailed
accounts of the process and/or outcomes of language learning for a variety of subjects.
The case study approach has also been used to investigate learner strategies. The
research methods used were retrospective interviews with the learners and their teachers
on the uses of learning strategies, classroom observation to detect learning strategy use
in classroom setting, and think-aloud verbal report on the language task.
The author will discuss two examples of case study research on learning
strategies and the affective factors that might affect the student learning in order to
exemplify how those researchers employed different methods to gain an insight into the
case. The author adopted some methods employed in those two pieces of research to use
in this study.
Simmons (1996) conducted an ethnographic research with four participants
enrolled in the Independent Learning Programme at the National Centre for English
Language Teaching and Research at Macquarie University, Australia. The study aimed
at investigating whether the learners had increased their awareness of their use of
learning strategies and if they applied any new and more effective strategies which they
had been exposed to during the training. In order to help the participants work
successfully in an independent learning mode, a one-to-one learning strategy training
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with an emphasis on monitoring, evaluating and planning learning was provided. The
participants were encouraged to monitor their learning by keeping a diary where they
recorded what they had learned. The data on the use of strategies was obtained from the
participants' diaries, the researcher's field notes recorded during the interview with the
participants, and the comparison of the data from Oxford's Strategy Inventory for
Language Learning (SILL) questionnaires which were filled at the beginning and at the
end of their six-week strategy training session. The findings showed that the students
used a greater higher number and variety of strategies at the end of the training period
and they were more aware of which strategies suited them. The students felt that their
learning and management of their programmes had improved at the end of the course.
Simmons' study focused on training the students to use metacognitive strategies
because they were regarded as essential for independent learning. Simmons employed a
pre test and a post test to indicate the students' improvement in their use of learning
strategies; SILL was used for this purpose. Student diaries were used to help the
students analyse and keep a record of their use of learning strategies.
In this research study, the author also focused on learning strategies especially
metacognitive strategies. She adopted the idea from SILL to devise a checklist of
strategies the students used to handle language tasks (see 4.2.3.1.). The use of student
diaries were also adopted but not as a tool for the students to analyse and keep record of
their use of learning strategies as they were used by Simmons (see 4.2.3.1.).
The second example is the case study of Mr. Chong by Haughton (1991). Mr.
Chong was studying for a Master's degree in Business. He was considered a dependent
learner in that he always sought the advice of all the individual lecturers on his courses
to be certain of how they would assess the writing tasks and he tried to discover 'what
the lecturers want from us'. Haughton thought that such attitude might be problematic
for some overseas students like Mr. Chong studying in the disciplines such as the
humanities or social science where the lecturers emphasise the open-ended nature of
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academic questions. However, the students might want to find one correct answer in
order to do well by 'pleasing the teacher.' Such students might be confused by the
questions that asked them to show their opinions or to critically evaluate the work of an
authority. The study ofMr. Chong was conducted for 4-5 months and was divided into
four stages:
1) individual sessions on study and study skills which were mainly discussion
about how to prepare for his study, preparation for the essays, his problems;
2) explorations of his learning styles, personality and skills in the work
environment by using Entwistle and Ramsden's (1983) inventory of
approaches to studying, Holland's (1985) classification of vocational
personalities and work environments and Belbin's (1981) identification of
team-roles associated with organisational success and the types of personality
associated with each;
3) a taped informal interview with Mr. Chong about his background and
questioning of his responses to the test results obtained in 2;
4) a taped informal interview with two of Mr. Chong's lecturers and his
directors of studies.
The study revealed that the context ofMr. Chong's upbringing had an influence
on his present state of dependency. Haughton suggested the development of group
interaction skills as activities to help dependent overseas students such as Mr. Chong. In
order to help these students to see how successful group interactions in British higher
education are different from those in their home countries, Haughton suggested
presenting the students with recorded academic seminars and group activities where
students discussed a common theme from different viewpoints or where a variety of
solutions to a common problem were evaluated.
The study by Haughton showed how a case study approach revealed multiple
facets of Mr. Chong. The data obtained by using various research instruments from
different perspectives, i.e. his background, his learning styles, personality and skills in
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the work environment, opinions from his lecturers, etc. gave an insight in to the case and
provided suggestion for improvement. Like Mr. Chong's case, learner autonomy is a
process that is developed gradually over time and is affected by many factors in
education. Therefore, the author adopted the idea of tracing students' background of
exposure to learner autonomy and investigating their learning styles, personality and
skill in the learning environment by using an inventory of approaches to learning to
reveal contributory factors of the students' process of developing learner autonomy.
4.1.3. Justification ofUsing the Case Study Approach in This Research Study
The case study approach was used to investigate the development of students'
autonomy through the use of the revised learner training programme (RLTP) for the
following reasons:
1. The author was not able to do random sampling of the subjects to be studied
because the research study was conducted with the first year students who took LNG
101. These students were grouped according to the timetable of their department. Thus
this limitation did not allow for other research designs such as an experimental design
which focuses on random sampling of the subjects and control of variables. Another
problem was concerned with the setting of the study, i.e. a normal classroom. Since a
classroom was a complex phenomenon, using other types of research methodology such
as experimental research was not appropriate because it was impossible to control the
variables. Case study research employing multi-methods was more appropriate than
other methods as it was able to reveal the 'reality' of the case.
2. The RLTP derived from the original learner training programme which had
been used for some time and the author was familiar with the context. Thus, using the
case study approach enabled the author to gain more insights into the context of study
because the case study approach focuses on 'the stance in action'. The case study
approach was able to reveal the multiple facets of the case, and see it from different
perspectives.
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3. The RLTP involved many aspects in addition to English language teaching in
class. In order to investigate whether the RLTP was effective enough to develop learner
autonomy, the author had to look at students' behaviours both in class and outside class,
their attitudes towards independent learning, their motivation to learn English, etc. In
other words, the research study focused on the process which the students went through
as well as the outcomes of the students at the end of the RLTP. Thus, using the case
study approach enabled the author potentially to detect any changes and/or the problems
which happened throughout the course of the study; the author had to be sensitive to the
context she was studying.
4.2. Research Methodology
This section discusses the methodology the author employed in this study. The
discussion is separated into description of the case, research stages, and research
instruments. The description of the case covers the details of the case, the subjects who
participated in the study and the role of the author/researcher. The research stages and
the research instruments are discussed according the two main stages of the research: the
fieldwork and the follow-up study.
4.2.1. The Case
The case in this study was the revised learner training programme (RLTP) which
was designed by trying to remove the weaknesses in the original learner training
programme (OLTP) and which added new elements that would make the process of
developing learner autonomy more effective (see Chapter 3). The RLTP was integrated
into the course English for Science and Technology (LNG 101), a compulsory English
course for first year Science and Engineering students.
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• Subjects
The subjects in this study were two English classes with which the author used
the RLTP for four months in their first semester when they were taking LNG 101. In
this course, the students were required to have five contact hours a week: four hours in
class and one hour in the listening laboratory. The materials used in this course were six
units taken from 'Interface' (Hutchinson and Waters, 1984) (see 1.2. and Appendix A).
The classes that were chosen for the study were first year Tools and Materials
Engineering students (TME) and first year Mechanical Engineering students (ME).
They were regarded as representative of Engineering students; each group contained
mixed ability students in terms of English proficiency as measured by the English scores
in the National University Entrance Examination (see 1.1.3.). Having two groups
enabled the author to make modifications (e.g. change of timing, clarification of
instructions) to the programme if the implementation with the first group was not fully
satisfactory (see 5.3.1.). Another practical reason why these two groups were chosen
was because their timetabled classes for the English course were not on the same day.
Since the author had to teach these two groups as well as to collect data, she needed time
to analyse the data of the first group and make any necessary changes before teaching
the other group. The students chosen to participate in this study were those attending the
class regularly; those students would be exposed to all the elements of the RLTP. The
total number of the subjects were 59; there were 26 TME students and 33 ME students.
• Roles of the Author/Researcher
In order to solve the problems of preparing the teacher to have positive attitudes
towards developing learner autonomy and to deliver the RLTP as planned, the author
acted as the teacher of the two groups. The subjects were not informed that the author
was conducting a research study in order to prevent the Hawthorne Effect that might
occur (see 6.3.). While teaching, the author also acted as an observer recording in her
diary after she finished teaching each class the events, her impressions of the class
atmosphere, problems arising, and how she solved the problems.
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Since this research study aimed at gaining an insight into the case, the author did
not formulate any hypothesis but tended to investigate the students' attitudes and
behaviour that might change from being exposed to the RLTP. Other factors
contributing to the change were also investigated.
4.2.2. Research Stages
The diagram below presents how this research study was conducted. The
research process starts from reviewing relevant literature and ends at analysing the data
from the follow-up studies. The data collection in this study was separated into two
phases: fieldwork and follow-up study. The fieldwork involved the process of
delivering the RLTP conducted by the author and collecting the data directly related to
the effectiveness of the RLTP. The follow-up study aimed at collecting the data on how
the students transferred what they had learned from the RLTP to another learning
context. The follow-up study was conducted at two stages: Stage 1 was the investigation
of how the students transferred what they had learned from the RLTP to the English
language learning context. Stage 2 mainly concerned the students' transferring what
they had learned from the RLTP to their engineering studies. Since there was an
expansion of the study, i.e. the author included the investigation of the students'
approaches to learning (see 4.2.3.2.1.), the author applied the Approaches and Study
Skills Inventory for Students (ASSIST), which was a research instrument used to
investigate the students' approaches to learning at this stage (see 4.2.3.2.1.).
The details of each stage which includes activities and timescale is presented in
Table 4.1.
127
Diagram 4.1: Summary of the Research Process
Literatuj-e Review
Preparation of the Research
- designing research instruments
- piloting questionnaires, checklist, and teacher interview questions
- setting up research context
Fieldwork
teaching and collecting data related to the effectiveness of the RLTP by using
- pre/post questionnaires
- questionnaire asking about students' experience of learner autonomy
- learning plan
- a checklist of strategies the students used to handle language tasks
- worksheets on planning, monitoring and evaluating
- outside class activities record sheet







- analysing data from the fieldwork
- preparing instruments for follow-up study based on the data from
the fieldwork (ASSIST, teacher interviews, student interviews)
Follow-up Study: Stage 1
collecting data by using the following instruments
- teacher interviews
- student interviews
- LNG 102 record sheets
Follow-up Study: Stage 2
- piloting ASSIST
- distributing ASSIST to the subjects and the representatives from
first year Engineering students
- interviewing subjects


































































































































































































































































































































































































There were two main phases of data collection in this research study: the'
fieldwork and the follow-up study. This section describes how the research instruments
were employed in each phase of the data collection; some of the research instruments
were used both as pedagogic tools and research instruments. The description covers the
relevant literature about the instruments, how they were constructed including the
piloting and the language used to construct them, how they were used in this study and
the problems that arose when using those instruments. The details of the description of
each research instrument vary depending on the complexity of the instrument and how it
was used. The discussion also covers the modification and/or expansion of the research
design in the follow-up study.
4.2.3.1. Fieldwork
The fieldwork involved the delivering of the RLTP in the first semester while the
students were taking LNG 101 (between June and September, 1997). The author taught
two groups of Engineering students and collected the data at the same time. Since the
fieldwork was conducted in a complex setting i.e. a classroom, the author employed 12
instruments in order to obtain the data to reveal a multiplicity of perspectives and
explain the case fully. The author employed both qualitative and quantitative
approaches to obtain the data. The research instruments used in the fieldwork are as
follows:
1. Pre/Post Questionnaire
In second language acquisition research, questionnaires are used mostly to
collect data on phenomena which are not easily observed, such as attitudes, motivation
and self-concept opinions, as seen from Cotterall's study to investigate learners' beliefs
(see 2.3.1.2.2.). They are also used to collect data on the processes involved in using
language and on background information about the research subjects, e.g. age,
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background in language learning, years of studying the language, etc. (Seliger and
Shohamy, 1989: 172)
In this research study, the questionnaires were used to obtain two sets of data:
before the RLTP was implemented and after it ended. The questionnaires were used as
the main instrument to detect
(1) if the students changed their attitudes towards independent learning,
(2) if their confidence in engaging in an independent learning mode increased
(3) if the students changed their attitudes to learner autonomy.
(4) if there was a change in the students' use of metacognitive strategies and
their behaviour that indicated their self-directedness.
(5) other factors that might affect the students' attitudes and/or behaviour after
the RLTP ended.
The questionnaires were separated into two sections: attitudes and behaviour.
The attitudinal section was constructed by using a six-point-rating scale to ask the
students to rate statements concerning their attitudes from 6-strongly agree, 5-agree, 4-
slightly disagree, 3-slightly agree, 2-disagree to 1-strongly disagree. The six-point-
rating scale was a modified Likert scale by adding one more point in order to avoid the
rating on the middle of the scale being chosen which tends to happen when those who
fill in the questionnaires do not want to commit themselves. Sometimes the midpoint is
difficult to interpret, i.e. the respondent has no opinion because the question is not
relevant or because s/he is not interested (McDonough and McDonough, 1997: 176). By
using the six-point-rating scale, the author was able to see if the students rated on the
positive (4-6) or negative (1-3) side of the scale.
The behavioural section of the questionnaire asked how frequently the students
did the activity stated in the items. The author used a four-point-rating scale for this
section ranging from 4-always, 3-often, 2-sometimes to 1-never. The four-point rating
scale was used in the behavioural section because it reasonably explained how often the
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students performed an action. There were 54 items in the questionnaire (see the
questionnaire in Appendix B)
• Constructing the Questionnaire
The questionnaire was constructed after the design for the RLTP had been
completed. The author analysed the areas in which she wanted to train the students and
made decisions on the aspects that were expected to be affected after the students went
through the RLTP. It was undesirable to have a long questionnaire because the length of
questionnaire affected motivation of the respondents (Oppenheim, 1999: 104); therefore,
the author had to consider relevance of the areas to be asked about as the main priority.
For example, for the broad area such as motivation, the author asked about intrinsic
motivation because it was directly related to the RLTP; encouraging learner autonomy
was believed to enhance intrinsic motivation to learn (see 2.3.1.1.1.). Extrinsic
motivation was asked about in relation to instrumental use of English language; the
information came from the data obtained from the preliminary interviews with the first
year students at KMUTT in 1996, one year before the fieldwork was conducted.
In November, 1996, the author went back to Thailand to conduct a pilot
interview study with 30 first year students about their opinions of English language
learning in the university in order to find out about their motivation to learn English.
The students showed strong intrinsic and instrumental motivation to learn English when
asked to give reasons for and/or to talk about their goals of studying English in the
university. None of them mentioned getting a good grade. They said that to be good at
English took a lot of time; therefore, what drove them to study was not the final grade.
They were university students; they had to think about their future prospects where
English was important. This information accorded with Dornyei (1994b: 520), who
believes that instrumental motivation is relevant to young adult learners who study
English as a foreign language (see 2.3.1.2.1.).
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After the areas to be investigated were finalised, the literature was reviewed to
identify the questionnaires that might be used in this study. Some of the questions were
taken from the existing questionnaires in the literature (Cotterall, 1995: 197-202), some
were devised by the author. Then the questionnaire was piloted to find out whether the
instructions and the statements were comprehensible.
• Piloting the questionnaire
The questionnaire was piloted with 15 Thai students studying in Edinburgh.
They were post-graduate students studying in the field of science and engineering. After
piloting, the author had to change the organisation as well as the wording of the
questionnaire based on the feedback from the pilot group. In the original version, the
author used a six-point rating scale ranging from strongly agree to strongly disagree for
the whole questionnaire. However, this rating scale could not be applied with the
statements on behaviour. Those who did the questionnaires said that some items should
be rated in terms of how frequently they performed the action rather than if they agreed
with the statements or not. Therefore, the final version consisted of an attitudinal
section where the items were rated by using the six-point rating scale ranging from
strongly agree to strongly disagree and the behavioural section where the items were
rated by using a four-point rating scale ranging from always to never. The questionnaire
was in Thai.
The questionnaires were distributed at the first English class before the RLTP
was implemented to establish the students' starting point and they were distributed again
at the end of the course, four months later. The content of the pre and post questionnaire
was the same. The areas that were investigated by the questionnaires were as follows
(the areas are described in the same order as the results shown in Table 5.5).
1. Attitudes to an Independent Learning Mode. Since the RLTP focused on having
students engage in an independent learning mode so that they would have hands-on
experience of this learning mode, the author investigated (1) the students' attitudes
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towards learning with and without a teacher, (2) their level of preference for this mode
of learning and (3) their opinions on this learning mode. The questionnaire items which
were rated on the six-point scale were:
1) Learning English can be done without helpfrom the teacher.
2) The best thing to do when learning English is to go to a class.
3) I don't like to study on my own because I don't know where to start.
6) Students should not learn by themselves because they may use a wrong approach to
learning.
14) Ifl had the right materials, I'dprefer to spend some time studying alone.
2. Confidence to Learn by Themselves. Since the RLTP provided the students with
hands-on experience in independent learning and because it was expected that some of
the students would engage in this learning mode in the SALL after they realised its
advantages, the author wanted to investigate if the students were confident in engaging
in this learning mode. Their confidence was checked by asking how confident the
students were that they could learn without help from the teacher. This information was
used to see if the students' attitudes towards this mode of learning affected the change in
their behaviour. The questionnaire items that were rated on the four-point scale were:
43) I know how to study English well.
44) I can study English without a teacher's help.
45) Ifl am left to do things on my own, I worry whether I am doing the right thing.
3. Attitudes to Autonomous Behaviour. This area involved behaviour that autonomous
learners should practise, i.e. (1) knowing learning objectives, (2) self-evaluating their
learning progress, (3) making decisions on how to learn and (4) finding opportunities to
practise English by themselves. A high score in these four areas was taken to indicate a
high positive attitude to taking responsibilities for one's own learning. The author
investigated this area as a whole as well as looking at its subcategories. The statements,
which were rated on the six-point scale, were as follows:
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3.1. Knowing Learning Objectives contained the following items:
5) Students should have identifiable purposes in learning.
11) The teacher should explain why students are doing an activity.
3.2. Self-evaluation contained the following items:
4) Students should evaluate their learningprogress to see ifthey have weaknesses.
9) The teacher should tell students what their difficidties are.
13) The teacher should tell students how they are progressing.
3.3. Making Decisions on How to Learn contained the following items:
10) The teacher should tell students how long they should spend on an activity.
12) The teacher should tell students what to do.
3.4. Behaviour that Shows Learning Responsibility contained the following item:
8) Students should try to find opportunities to practise English by themselves.
4. Self-Directed Behaviour. In order to analyse further the attitudes towards learner
autonomy, the author investigated how frequently the students engaged in activities that
showed self-directedness. The items which were rated on the four-point scale were:
33) I have my own way of testing how much I have learned.
34) I know what my weaknesses in studying are.
35) I try to improve my weaknesses in studying.
36) I want teacher's feedback on my learning regularly.
37) I try to find out the objectives ofeach exercise so that I know what to do to reach
them.
38) I often think about how I can learn English better.
5. Intrinsic Motivation to Learn English. There were two reasons why the author chose
to investigate students' intrinsic motivation to learn English:
1) the RLTP involved enhancing students' intrinsic motivation to learn English
through providing an environment where students had self-determination and felt that
they were competent to learn English (see 2.3.1.1.1.). Therefore, the change in students'
intrinsic motivation could indirectly indicate if the RLTP was effective or not.
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2) the author used students' involvement in English outside class activities as
well as their involvement in classroom activities as an indicator of their autonomous
behaviour which might result from their attitude change. The degree of students'
intrinsic motivation to learn English could be used to explain why the students behaved
in a certain way. The questionnaire items, which were rated on the six-point scale, were:
20) I like to study English because it is interesting
21) It is enjoyable to do tasks in English.
22) Learning English is a challenge that I enjoy.
23) Learning English is a hobbyfor me.
6. Extrinsic Motivation to Learn Ennlish. As stated earlier in this section, extrinsic
motivation in this study was investigated in relation to the instrumental use of English.
Therefore, the author looked at short-term instrumental goals and long-term instrumental
goals to see how they affected students' decisions to involve themselves in English
activities, both in class and outside class. If their motivation was related to a long-term
goal such as getting a good job, the students might not think of English as their
immediate priority in learning and might not do any English activity outside class. The
items, which were rated on the six-point scale, were:
6.1. Short-term Goals:
24) I have to study hard to pass this course because it is important for my grade point
average.
29) I learn English because I need to be able to read English textbooks.
31) Knowing English allows me to enjoy entertainment more.
6.2. Long-term Goals:
26) I learn English because I want to spend a period of time in an English-speaking
country.
27) I learn English because it is useful when travelling to other countries.
28) I learn English because I want to study abroad.
30) IfI learn English well, Iwill be able to get a better job.
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7. Students' Attributions for Success and Failure. According to attribution theory, the
person's attributions for his successes and failures influence his/her expectations for
future success and thereby his/her motivation (see 2.3.1.2.1.). This area was
investigated in order to support the findings about the students' motivation. How the
students attributed their success and failure might affect their behaviour, which might be
related to their attitudes to learner autonomy. For example, if the students attributed
their success in doing an English task to their own effort, they would not be reluctant to
engage in such an activity. Autonomous learners are those that attribute their success to
effort because this indicates their responsibility in learning (Dickinson, 1995: 174). The
students' attributions for success and failure were also related to motivation in that
although they attributed their success to their own effort, their decisions to do the
activity also depended on their motivation to learn English. The manner in which they
engaged in the task, e.g. doing the task independently, could indicate their attitudes to
learner autonomy. Thus, the author hypothesised that students' attributions for success
or failure, their motivation to learn English together with their attitudes to learner
autonomy would play a role in students' choice of engaging in a certain language task,
i.e. how they would do and what sort of activity they would engage in.
According to attribution theory, there are four perceived causes of success and
failure in achievement tasks: ability, effort, task difficulty and luck. However, from her
experience in teaching a compulsory English course at KMUTT, the author had heard
from some of the students that they attributed their success or failure to the teacher as a
source of motivation. Therefore, it seemed reasonable to include the teacher as a cause
of attribution. Luck was specifically related to grades or scores gained from completing
the task. Therefore, it was not relevant in this context because the tasks in LNG 101
focused on process rather than product; the students perceived the success of their
performance from feedback given by the teacher without getting any marks and the tasks
they did throughout LNG 101 did not account for the final grade. When correcting the
tasks, the author tended to focus on how they were able to communicate rather than on
accuracy of language use. Thus, what they wrote down would be accepted as correct to
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some extent so the students would think that they succeeded in doing the task because of
their ability. The questionnaire items, which were rated on the six-point scale, were as
follows:
7.1. Effort:
16) IfI do well in this course, it will be because I try hard.
7.2. Ability:
15) IfI study in appropriate ways, then Iwill be able to learn English successfully.
17) If I don't do well in this course, it will be because I don't have much ability for
learning English.
7.3. Task Difficulty:
18) IfI don't do well in this course, it will be because the course is too difficult.
1A. Teacher:
19) IfI learn a lot in this course, it will be because ofthe teacher.
8. Using Metacognitive Strategies to Learn English. Metacognitive strategies in this
study were taken to be those that made the students conscious of their learning; the
strategies involved using planning, monitoring and evaluating in the learning process
(see 2.3.1.3.2. and 3.3.3.). Since methodological preparation in the RLTP dealt with
enabling the students to be aware of using metacognitive strategies and the need to
practise using them, the author thus wanted to see if students used metacognitive
strategies more after the RLTP by investigating this category as a whole as well as in the
three subcategories. This area was asked about in relation to how frequently the students
employed these strategies. The questionnaire items, which were rated on the four-point
scale, were:
8.1. Planning
47) Iplan what to do to finish my assignment.




46) I am aware ofwhich thinking technique or strategy to use and when to use it.
49) I keep track ofmyprogress and, ifnecessary, I change my techniques or strategies.
50) I check my work while I am doing it to see ifI am on the right track or not.
52) I am aware ofmy on going thinking process.
8.3, Evaluating
51) I try to correct any mistake arisingfrom the work I'm doing.
53) If I get bad feedback for my assignment, I analyse my weaknesses so that I can
improve it next time.
54) I always analyse my weaknesses in learning.
Additional items
Items 39-42 were included for a purpose unrelated to this study, and are therefore
not discussed here.
2. Questionnaire Asking about Students' Experience of Learner Autonomy
In order to explain the development of learner autonomy in the students,
investigating their prior educational experience in exposure to learner autonomy was
necessary. A second questionnaire was developed to investigate whether the students,
while studying in secondary school, had been exposed to any learning condition which
encouraged learner autonomy. The data obtained from this instrument would be
considered as one of the factors that might affect students' change of attitudes and
behaviour. It could be used to explain the degree of change that the students might
show.
In the questionnaire, the students had to answer the questions which were asked
in Thai by means of rating on a four-point scale, ranging from often, sometimes, rarely
to never and ticking whether their schools provided a self-access centre. With reference
to prior experience in learner autonomy, the author looked at teachers' behaviour which
reflected their attitudes towards learner autonomy, classroom activities that promoted
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learner autonomy and facilities provided. The teachers' behaviour involved their
encouraging students to learn by themselves, involving students in the decision-making
process, listening to students' opinions before deciding on what the tasks would be about
and teaching new strategies so that the students would be able to deal with the tasks
more effectively. The classroom activities which the author focused on were those that
allowed the students to make decisions and trained them to be self-directed learners such
as self-correction, project work, activities that raised students' awareness of their
learning strategies and analysis of learning objectives. In addition to the classroom
environment, providing a self-access centre as facilities to cater for independent learning
has been done in many educational institutions. The self-access centre project has been
adopted in many secondary schools in Thailand as a result of the encouragement of the
Ministry of Education. Therefore, the author wanted to know whether the students had
been exposed to the use of such facilities.
In fact, that data could also be obtained through interviews but it was collected at
the beginning of the course when the author did not have rapport with the subjects.
Thus, the author decided to construct this questionnaire for the students to fill in instead
of interviewing the students.
3. Learning Plan
The idea of the learning plan came from learning contract or learner contracts
which help to provide structure in a self-instructional learning mode (Dickinson, 1987:
98-102). A learning contract involves a 'negotiated learning plan' which requires the
learners to do the following things:
a) be explicit about their learning intentions;
b) set clear and achievable goals;
c) justify their plans in terms of their own personal, vocational and/or academic
development;
d) develop their communication, decision-making and evaluating skills;
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e) address key issues such as the level of performance required to secure
external accreditation (Laycock and Stephenson, 1993: 17-18).
Typically, the learning contract involves students in negotiating their learning
goals, the methods by which those goals will be met and the means by which the
achievement of the goals can be assessed and at what level. Laycock and Stephenson
regard the learner contract as one of the techniques in higher education which explicitly
require students to engage in a process which enables them to plan, monitor and review
learning progress and accept more autonomy (Laycock and Stevenson, 1993: 17).
The learning contract was used as pedagogical tool to facilitate self-directed
learning such as the learning programme Farmer (1994) had the students plan in groups
by stating objectives and chosen materials at the Study-Centre, Hong Kong Polytechnic
(see Chapter 2, pp. 55-56). It was also used in the self-assessment project to develop
self-directed learning conducted by Thomson (1996) (see Chapter 2, pp. 50-52). Both
the learning contracts and the learning plans were employed in the research on self-
instruction training conducted by Fernandez-Toro and Jones (1996) (See Chapter 2, pp.
78-81). The learning contracts were used to facilitate learners' monitoring of their
performance; they were used for pedagogic purposes. The learning plans were used
both as pedagogical and as research tools. They were used by the learners to write down
their learning goals and planned strategies to achieve the goals; they were used to help
the learners to set goals and to reveal the students' improvement of their goal-setting.
In this research study, the author adopted the idea of a learning contract to be
used as a pedagogic tool which was intended to enable the students to make decisions
about learning. Since the LNG 101 syllabus was predetermined, it was impossible to
use the learning plan for the purpose of negotiating the syllabus of the course with the
students. Therefore, the learning plan was used to allow the students to set their own
learning objectives because the predetermined objectives of the course might not accord
with their needs. In addition to providing choices in learning, the author adopted the
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idea of enhancing self-efficacy through learning goals (Schunk, 1989: 96; Dweck, 1986:
1040-1046). Learning goals also helped the students to have purposes in learning and to
help them to be self-directed learners (Carver, 1984: 128). To complete the learning
plan, the students had to use metacognitive strategies as they had to plan, monitor while
doing the activities set by themselves and evaluate if they were able to achieve the
objectives. In summary, the learning plan was used as a pedagogic tool to provide
choices in learning, as a tool to facilitate the process of goal-setting and as a tool to
practise metacognitive strategies.
As a research instrument, the learning plan was used to reveal the development
of students' use ofmetacognitive strategies. The students were asked to fill in the plan
before the course started so that
(a) they would formulate their own learning objectives for the course,
(b) they would detail what they would do in order to reach the objectives,
(c) they would list materials needed and where to find such materials and
(d) they would establish the criteria used to evaluate whether they had reached
the objectives set or not (see the learning plan in Appendix B).
The students used Thai to fill in the learning plans so that they were able to
express themselves more fully. The first learning plan was prepared in English.
However, when the author realised that the students had problems understanding the
language which made the process of filling in the learning plans slower than expected,
she prepared the second learning plan in Thai. Using Thai in the second learning plan
proved to be useful because the students were able to analyse their first learning plan and
their performance from the work kept in the file without any interruption arising from
not understanding the form.
The students' learning plan was kept in their own file which was kept in the
cabinet in the SALL; the students could get access to their file whenever they wanted to.
After finishing Unit 2 (about 4 weeks after the beginning of the course), the students
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were asked to analyse their documents in the file, e.g. looking at their learning plan and
analysing if they had achieved the set objectives or not. Then the next learning plan was
given to the students to fill in. The second learning plan could be regarded a revision of
the first one in case anybody was not able to reach the objectives or they found that there
were other objectives that they needed to achieve first. The author wanted the students
to analyse their real needs as well as their constraints after they had studied for some
time to plan their own learning.
• Problems Arising from Using the Learning Plan
The main problem was that of time constraints. Originally, the author planned to
have the students analyse and complete their learning plans three times. However, after
the mid-term exam, the students had to engage in many extracurricular activities which
affected regular hours of the English class (see 1.3.). Therefore, the author had to give
them extra classes in order to complete the content required for the final examination.
Thus, the learning plan which was to be done in class had to be cancelled in the second
half of the semester. However, since the students had to do the project (see 3.2.1.)
which involved planning, monitoring and evaluating, the author used the project as a
context to have the students implement these strategies by having them fill out the
documents stating their plan for their project and describing how they completed the
project. The questions asked included those related to monitoring and evaluating
strategies (see the worksheets to help the students work with the project in Appendix A).
4. A Checklist of Strategies the Students Used to Handle Language Tasks
A checklist contained statements describing what the students might do in order
to tackle a certain task (see an example of the checklist in Appendix B). The author
adopted the idea of the checklist from the Strategy Inventory for Language Learning
(SILL) devised by Oxford (1990: 293-296). Oxford constructed it as an instrument for a
structured self-report survey to gather data on language learning strategies by looking at
how often the learners use particular learning strategies based on a five-point rating scale
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which ranges from 'never or almost never' to 'always or almost always.' The SILL has
been used for both research and classroom practice (Oxford, 1990: 198-199).
In this research study, the checklist was used both for teaching and for collecting
data. Since the students might not know how to analyse and talk about their learning
strategies, providing a checklist would help them to go through the process of analysing
their learning strategies. Helping the students to be aware of the strategies they
employed would enable them to see the effectiveness of the strategies they chose to deal
with the tasks.
As a research instrument, the author used the checklist to reveal the students' use
ofmetacognitive strategies. Metacognitive strategies involved planning, monitoring and
evaluating. Since monitoring and evaluating are overlapping, the author regarded any
evaluation strategy taking place during the course of action as monitoring because the
students had to evaluate if they had any problem while doing the task. Monitoring
focused on how the students successfully completed the task. Evaluating was done at
the end of the task when the students checked whether they had performed correctly.
The checklist also included an item asking if the students did not evaluate, i.e. if they did
not use any strategy.
The author used the checklist with listening, speaking and writing tasks because
the three skills were not emphasised much in the secondary school as seen from the texts
assigned by the Ministry of Education to be used in secondary schools. The students
were more familiar with reading and grammatical structures as these two areas were
emphasised in the National University Entrance Examination (see 1.1.3.). Therefore, the
author assumed that the students were more aware of strategies they used in reading than
they were of strategies that they used in the other three skills.
With regard to listening and writing skills, the author looked at how the students
planned, monitored and evaluated the task they were doing. The checklist on listening
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skills was used to reveal the students' use of metacognitive strategies in the tasks they
practised in the listening laboratory. A few final tasks which were writing tasks were
chosen for the students to report their strategies in completing them. Because of the
time constraints, the author was not able to use the checklists with every final task.
Speaking was the skill that the students were not familiar with when studying in
secondary school. Although in class the author tried to use English as much as possible,
speaking was done by means of answering questions rather than by interactive speaking.
In order to reveal the students' use of metacognitive strategies while speaking and to
help them to be aware of the strategies they used, the author had the students practise
speaking interactively with her while they were doing the self-study in the SALL by
spending 5-10 minutes talking to each subject. Oxford (1990: 161) states that
monitoring one's own error is used mainly in speaking and writing. Therefore, the
author focused on monitoring strategies in order to find out if the students monitored
their spoken language and what strategies they used when they knew that they could not
communicate successfully.
To implement this research instrument, the author distributed the checklists at the
end of the writing and speaking tasks so that the students could tick the strategies they
used in the task. The first time when the checklist was distributed, the author explained
the process of doing it. The checklist on listening strategies was applied almost at the
end of the semester, when the students had enough experience and had practised doing a
variety of listening tasks in the listening laboratory. They could tick as many strategies
as they wanted to as long as they used them. The use of a checklist was regarded as a
retrospective self-report. The checklists were kept in the files so that the students could
look at them and see if the strategies which they chose were effective or not when they
compared them with the outcome of the task. The author asked the students to look at
all the documents in the file before they revised the second learning plan. It was thought
that this might be able to help the students analyse their performance in order to set
learning objectives based on their weaknesses.
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• Constructing the Checklist
To construct the checklist, the author adopted the idea from the SILL by writing
statements describing what the learner might do to tackle the task but did not provide a
five-point rating scale as the aim of the checklist was to find out what strategies the
students used rather than how often they used the strategies. The author listed the
strategies, both cognitive and metacognitive strategies, by separated them into three
stages: planning, monitoring and evaluating. The checklist was given to the 10 PhD
students in Edinburgh, who were all experienced language learners and who had a
scientific background, to look at the checklist and to add strategies they used to the list.
The checklist was originally constructed in English but when the checklist of writing
strategies was used with the TME students, the students did not understand the meaning
of every item. Thus, the author had to translate item by item orally in class and asked
the students to tick at the end of each item; it was time-consuming. Then the author
translated the listening and the speaking checklists into Thai.
• Problems Arising from Using Checklist
Again, the author encountered the problem of time constraint; she was not able to
use the checklist with every final task of the unit which was the written task. After the
author used the checklist with the final task in unit 1 which was a writing task, she had
no time to use the checklist with other writing tasks. The data on the students' use of
monitoring strategies in speaking skills was also obtained only once when the students
did their self-study in the SALL under the author's supervision. The strategies the
students employed to do the listening tasks were those they normally used when doing
the listening exercises in the listening laboratory. Although the author was not able to
obtain much data from the checklist, she was able to use it to help the students to be
aware of their use of metacognitive strategies in dealing with language tasks; it was
useful as a pedagogic tool.
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5. Worksheets on Planning, Monitoring and Evaluating
The worksheets were one form of self-report surveys because the students were
asked to describe what they did when they planned, monitored and evaluated writing
tasks. The research in language learning uses self-report surveys to collect systematic
written data on language learning strategy use. Self-report surveys can be done in a
more structured manner such as using multiple-choice questions which can be scored
and analysed. Using open-ended questions that are designed to have learners describe
their language learning strategies freely in writing such as the worksheets in this study
are regarded as less-structured self-report surveys (Oxford, 1990: 198-199).
The worksheets also had a double function- as a pedagogic and a research tool-
the author designed the worksheets which focused on planning, monitoring and
evaluating to enable the students to be aware of the metacognitive strategies they
employed to do the task as well as to investigate the way they used these strategies. The
idea of the worksheets may seem to repeat the use of the checklist, i.e. enabling the
students to be aware of their use of metacognitive strategies. However, the worksheets
were regarded as a description of the students' use of metacognitive strategies rather
than reporting their use according to the strategies listed by the author. Therefore, the
worksheets were used after the students had some ideas of analysing their learning
strategies from the use of the checklist.
Since it was a self-report task, the author tried to ask questions that were able to
reveal the students' use of strategies as much as possible. Generally, metacognitive
strategies are those that help learners to control their cognition and involve thinking
about the learning process, planning for learning, monitoring of comprehension while it
is taking place and self-evaluation after the learning activities have been completed
(O'Malley and Chamot, 1990: 8).
The author asked the students to report how they planned, monitored and
evaluated by including the questions on direct attention, selective attention, self-
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management, and problem-identification. These strategies were revealed by the
longitudinal study conducted by Chamot et al. to understand the factors affecting
performance on foreign language tasks. They found that the metacognitive strategies the
learners used were planning, direct attention, selective attention, self-management, self-
monitoring, problem identification and self-evaluation (O'Malley and Chamot, 1995:
137-138). In this research study, metacognitive strategies focused on planning,
monitoring and evaluating. The findings from the study by Chamot et al. helped the
author to add questions about direction attention, selective attention, self-management
and problem identification because these strategies fitted with planning, monitoring and
evaluating. At the planning stage, the students normally think about how to do the task
(planning), which part they will pay more attention to (direct attention and selective
attention) and what they will do if they have not enough knowledge to do the task (self-
management). Monitoring includes self-monitoring and problem identification. While
monitoring their performance, the students have to identify what the problem is and
check if they carried out the performance satisfactorily. Self-evaluation is when the
students check whether they have completed the task satisfactorily.
The author used the worksheets only with the final tasks. It was hypothesised
that the students would use metacognitive strategies in the tasks that were complex
enough such as those that were open or involved many people to complete. The students
had to answer open-ended questions describing what they did while planning,
monitoring and evaluating the task. The worksheets were in Thai so that the students
could explain their working process thoroughly (see the worksheets in Appendix B).
• Problems Arising from Using the Worksheets
The self-reporting worksheets did not yield as much data as the author expected.
The students did not answer every question. This might be due to the fact that the
students were not trained how to describe their learning process. The data obtained from
this research instrument was not adequate to analyse the students' use of metacognitive
strategies. However, it worked well as a pedagogic tool as some of the students
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mentioned 'learning to analyse myself as what they learned from LNG 101; this answer
implied their awareness of the emphasis of self-analysis in the RLTP.
6. Outside Class Activities Record Sheet
The record sheet was used as an instrument to reveal the English activities which
the students took part in outside class; this might indicate their motivation to learn and
their self-directedness. The English activities the students took part in outside class also
indicated how the students, in order to achieve their learning objectives, managed time
and monitored their learning performance, the aspects they specified in the learning
plans. The author reproduced a record sheet which is normally used in the SALL as a
tool to facilitate self-monitoring and self-assessment processes by designing the form to
be more suitable for the purpose of this research study. The record sheet aimed at
recording the activities the students chose to do as well as helping the students monitor
their performance. Therefore, in addition to recording activities and time spent on the
activities, the author included open-ended questions for the students to describe what
they had learned, the problems they had encountered and how they had solved them (see
the record sheet in Appendix B).
The record sheets were given to the students after they finished filling in the
learning plans. They were asked to fill in the record sheet whenever they were engaged
in any outside class activity which helped to improve their English. The record sheets
were kept in the students' files. The author provided more sheets when the students
needed them.
• Problems Arising from Using the Record Sheet
This instrument did not work because the students did not keep records when
they engaged in outside class activities that helped to improve their English. The author
attempted to solve this problem by interviewing each student on the basis of the
information s/he wrote in the learning plan in order to find out what s/he did to achieve
his/her objectives set in the learning plan. It was found that those engaged in outside
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class English activities did not think that they had to keep the record because the activity
was a part of their daily routine. For example, although listening to English songs or
watching English soundtrack movies were able to improve their English, the students did
it because of their inclinations; they did not think that such activity was an English
activity. Therefore, they did not record it on the record sheet.
7. A Proforma Asking about Advantages and Disadvantages of Independent Study
A proforma was also regarded as a self-report instrument where the students
were able to describe freely in Thai their opinions about the advantages and the
disadvantages of independent study. Although the data obtained from the proforma
could have been obtained from interviews, the author thought that giving time for the
students to think thoroughly and then write down their opinions might yield more data.
Therefore, the proforma was prepared for the students to fill in their opinions about the
advantages and disadvantages of independent study after they had hands-on experience
to engage in this mode of learning in the SALL (see 3.3.2.). The students were asked to
list the advantages and the disadvantages of independent study on a ten-point scale. The
students had to rate on the scale what they felt about this mode of learning; the scale
ranged from very useful to not useful at all (see the proforma in Appendix B). The data
from this instrument was used to support the data on the change of students' attitudes
towards the independent learning mode which was revealed from the pre/post
questionnaires.
8. The Student Diary
A diary used in research in English language teaching and learning context can
be defined as 'a first-person account of a language learning or teaching experience,
documented through regular, candid entries in a personal journal' (Bailey, 1990: 215).
Elliott (1991: 77) thinks that a diary should contain 'anecdotes;...accounts of
conversation...; introspective accounts of one's feelings; attitudes; motives;
understandings in relation to thing, events, circumstances' and should be kept on a
continuous basis. McDonough and McDonough (1997: 124) consider the data from
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diaries being 'rich' both quantitatively and qualitatively as there is a great deal of data
since more than one theme is addressed. The data are self-evidently subjective and
introspective where the perspective of the 'I' dominates. They can record what happens,
what the writer felt about it, what might or should have happened, what could change,
opinions, anticipation and immediate reactions, as well as a more reflective tone.
In language teaching and learning, diaries are used for pedagogic purposes as
well as a platform for research (McDonough and McDonough, 1997: 127). With
reference to pedagogic use, the diary is treated as confidential between teacher and
learners. It is usually written in the target language so that it can be used to investigate
actual L2 language development. It is not normally used for error correction as its
purpose is expressive. The students are normally given some guidelines before they
start writing (McDonough and McDonough, 1997: 127-128). An example of using
diaries for pedagogic purposes is from the work by Dam (1995: 40-41), who asked her
students to keep diaries in order to keep track of their work undertaken. She asked the
students to record activities, new words and expressions used, homework, their
comments on the day's work. The diaries were beneficial to the students in that they
helped them to see what they had done, to remember the new words, to improve their
writing and so on. The diaries were useful for the teacher to follow the work for an
individual student, his/her interests and needs and to communicate with the students.
An example of using diaries for pedagogic purpose in other courses in higher
education was the work by Cowan (1998: 12-15) who used them with first year students
taking Interdisciplinary Studies course in order to help the students reflect on their
learning. Since the course aimed at developing the students' abilities to be successful in
studies in higher education and in professional life, the diaries or learning journals were
used to help the students think about what they had learned or what they thought about
their thinking, i.e. thinking reflectively. The journals were commented on by Cowan
and his colleague without giving any judgement, only questions for clarification if the
content was not comprehensible. The students were enthusiastic about and valued this
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activity and became more involved in writing reflective journals. Cowan and his
colleague were able to identify the problems mentioned by the students and found ways
to help them.
With regard to research, diaries are important tools which are used in
investigations of second language acquisition, teacher-learner interaction, teacher
education, and other aspects of language learning and use (Nunan, 1992: 119-120). For
example, Parkinson and Howell-Richardson (1989) reported two diary studies: one study
analysing informativity, the use of English outside class and the learners' anxiety level,
the other looking at out-of-class use and learning strategies. The most quoted language-
learning diary study is Bailey's work while learning French. The data from her diary
revealed her competitiveness and anxiety (Bailey, 1983).
In this research study, the student diary had a double function. Each student was
given a book to be used as a diary in which they could record what they learned in class,
their problems, and their opinions of the English class; these categories were suggested
by the author. The diary writing was not compulsory because the author thought that
keeping learning diaries should be done on the basis of the students' inclination. She
only talked about why she gave a diary to every student. The diaries were regarded as a
means of communication between the students and the author because some students did
not like to talk about their problems with the author but they mentioned their problems
in the diaries. The author asked the students to write in English about what happened in
their English classes for the whole week and to hand it in once a week. Then the author
read, replied to, and gave back the diaries to the students. Since it was a diary writing
activity, the author made it personal by reacting only to the content; the correction of
grammatical mistakes was made only when they were serious enough to change the
meaning of the content. However, the grammatical mistakes were not discussed in class.
As a pedagogic tool, the author hoped that the diary writing activity enabled the students
to develop their writing skills and to have the chance to reflect on their learning. As a
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research instrument, the author hoped that student diaries could reveal affective aspects
of the students in relation to the RLTP.
• Problems of Using the Student Diary
The data from the diary was not adequate to explain either their attitudes towards
LNG 101 or towards the author. Not all of the students wrote the diary, only the ones
interested in improving their writing did. Since the students were not used to keeping
diaries although the author asked them to write about their attitudes, problems and any
other aspect concerning the English class, they tended to describe what they had learned
in class and mentioned a little bit about the difficulty of the tasks. Some students wrote
what they did over the weekend, e.g. they wrote about the movies they went to. From
observation, the students showed interest and enthusiasm to read comments from the
author. All of them carried their diaries to every English class and some students spent
time at the beginning of the class while waiting for the class to start writing their diaries.
The author thought that the problems of not being able to obtain data by using the diaries
might come from:
1. her regular informal talk with the students which enabled the students to talk
about their problems in learning. Thus, the students might have thought that
it was not necessary to write the same information in the diaries.
2. the use of English as a means to express the students' feeling and opinions.
Since the students' diary had a double function, i.e. as a pedagogic tool and
as a research tool, the use of English seemed to serve the first purpose rather
than the second purpose. If the author had intended to analyse the students'
development of syntax and lexis, using English to write the diaries would
have been appropriate. Asking the students to keep the diaries in Thai might
have worked better as a research tool to reveal their attitudes towards their
learning LNG 101.
3. the students' not being familiar with expressing themselves because science
students have not been trained that way.
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9. The Teacher Diary
McDonough and McDonough (1997: 131) regard teacher diaries as one way
which enables teachers to get closer to their own work through critical reflection and
research. Therefore, it can be used for teacher education. For example, Porter et al.
(1990: 228-229) include teaching experiences in their list of topics which student
teachers respond to in diaries. The student teachers are asked to develop individual
written accounts of their classroom experiences and their reflections on the
teaching/learning process. With reference to teaching and research, McDonough and
McDonough (1997: 135) think that teacher researchers and professional researchers
normally keep diaries because the diary is used as a vehicle for process research in order
to reveal psychological, social and affective factors involved in teaching or in language
development which cannot be reached by other means.
In this research study, the author made diary entries at the end of each lesson she
taught to record what had been done in each lesson, problems arising, feedback from the
students, etc. The data from the diary was used to check against the data from the
classroom observation. For example, when the observer commented on any teaching
technique that caused any problem or that worked successfully, the author looked at the
data in the diary to see if she had stated any reasons why she decided to adopt a
particular procedure (see 5.3.3.: the Effect of Teaching). The data from the teacher diary
also reflected the class atmosphere and the author's feelings.
10. Classroom Observation
The use of observation to collect data has been emphasised in classroom
research. Good and Brophy (1987: 540-546) think that the major goal of classroom
observation is to increase teacher awareness and effectiveness. In second language
acquisition research, observations are often used to collect data on how learners use
language in different settings, to study language learning and teaching processes in the
classroom, and to study teachers' and learners' behaviours. The main use of
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observations is for examining a phenomenon while it is in process (Seliger and
Shohamy, 1989: 162).
The author used classroom observation to see if the teaching process had any
effect on the outcome of the RLTP or not as the fieldwork was conducted in the normal
class and it was a part of the teaching process. All the lessons conducted by the author
were videotaped. The author chose the lessons which involved the activities aimed at
developing learner autonomy such as preparation for the self-study in the SALL (see
Table 3.1.: Psychological Preparation) to be viewed by another colleague; the observer
had to answer the questions on the observation sheet while viewing the videotapes. The
observer was the lecturer who taught the course 'Teaching Techniques' in the MA
programme run by the Department of Applied Linguistics. Therefore, she is familiar
with classroom observation which is a part of the MA students' teaching practice.
The classroom observation was designed to be a semi-structured observation, i.e.
the author had determined in advance what to look for in the observed context but the
questions asked in the observation sheet required the observer to describe the context
based on her impression (Seliger and Shohamy, 1989: 162-165). It was hypothesised
that the teaching process might affect the outcome of the activity, which would in turn
affect the effectiveness of the RLTP. Therefore, the aim of the observation was to see
how well the author could handle the RLTP activities, the questions asked in the
observation sheet focused on the clarity of the instructions, interaction between the
teacher and the students, the students' reaction, etc. (see the observation sheet in
Appendix B). The data obtained from the observation were checked against the data
obtained from the teacher diary in order to illuminate the classroom process more fully
(see 5.4.3.: The Effect of Teaching).
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11. Student Interviews
Seliger and Shohamy (1989: 166-167) see the advantage of using an interview as
a research instrument as permitting a level of in-depth information-gathering, free
response and flexibility which cannot be obtained by other instruments. The interviewer
can probe for more information when the nature of the data is not predetermined.
However, the interview also has the disadvantages that it may be subjective or it may
cause personal bias. In second language acquisition research, interviews are used to
collect data on the learners' attitudes and motivation for learning the second language.
They are also used to obtain data about strategies which language learners use to
produce and acquire language in different contexts such as the studies conducted by
Naiman et al. and Fernandez-Toro and Jones (see 2.2.2.).
Generally, interviews are divided into structured, semi-structured and
unstructured. The structured interview is like a questionnaire in that the questions are
specified in advance but it allows the interviewer to seek clarification in a limited way.
The semi-structured interview has a structured overall framework but it is flexible
enough for the interviewer to probe further. The unstructured interview is like a natural
conversation; the direction of the interview follows interviewee responses (McDonough
and McDonough, 1997: 182-184).
In this research study, the author conducted semi-structured interviews in Thai
with all the students after the post questionnaires were distributed in order to investigate
whether the students were aware of psychological and methodological preparation
provided in LNG 101 by getting feedback from the students on factors that might affect
the development of students' learner autonomy and their behaviours that could not be
revealed from other instruments. Since the students did not keep a record of the outside
class activities they engaged in (see pp. 150-151), the author used this interview to probe
for more information. The interview questions were as follows:
1) Do you think learning English in the university is different from learning in
high school? In what aspect?
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2) Do you like the freedom or opportunity to make decisions about the learning
process which was provided by the teacher?
3) Do you think the teacher (i.e. the author) gave you an opportunity to work in
your own way while doing the task or did she give too many suggestions? (This might
affect the development of students' learner autonomy).
4) Did you use the SALL in the past semester? If you did, what did you do?
How often did you use it?
The student interviews were audio-recorded. Then the author transcribed the
tapes and translated the transcription into English.
12. Teacher Interviews
The semi-structured interviews were conducted with eight full-time experienced
teachers who taught LNG 101 at the same time as the author. The author excluded the
teachers who had less than two years teaching experience and/or were part-time. The
interviews were conducted in Thai to find out the common practice of the teachers who
had been exposed to the concept of learner autonomy from the training and seminars
provided by the School of Liberal Arts (see 1.1.5.). The information was used to
establish how the RLTP was different from the OLTP which they taught. Therefore, this
instrument was not directly used as a research instrument to obtain the data to explain
the students' change of attitudes and behaviour after they had been exposed to the
RLTP. It was employed to obtain the data related to the RLTP. The interview questions
were piloted with a colleague who is now studying in Britain to see if they did probe the
classroom teaching process satisfactorily.
To conduct the interview, the author gave these teachers the questions in advance
so that they had time to think about what they did when they taught LNG 101. The
questions were:
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1) When the students did the project and they had problems such as how to find a
topic, did you help them choose the topic? How did you help the students to find the
topic to do the project?
2) Before the students started to do the project, what did you check and approve?
Was there anything you did not agree with them? If both parties did not agree with each
other, how did you come to a conclusion?
3) What do you think the students needed in order to do the project successfully?
Did you give any preparation to the students before they did the project? If you did,
what did you do?
4) Did you change the final task of each unit? If you did, why did you do this
and what did you change?
5) While doing the task in class, did the students ask for help? How did you help
them?
6) How did you check students' work and give feedback to them? If the students
did not agree with you, what did you do to reach a conclusion?
7) Did you involve the students in the teaching process? If you did, how did you
do this? (an example of involvement in the teaching process is self-correction. An
example was given when the interviewee did not understand the question).
8) At the beginning and end of each unit, did you talk about the objectives of that
unit? If you did, how did you do this in order to help the students understand the
objectives of the unit?
9) Did you teach reading or listening techniques in class? If you did not teach
these techniques but let the students use their own techniques, did you raise the students'
awareness of the use of them (such as discussing with the students at the end of the
task)?
10) How did you use the SALL in LNG 101? When you did the orientation of
the SALL, what did you cover?
The interviews were audio-recorded and transcribed before the data was
analysed.
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4.2.3.2. Problems Arising from Data Analysis Resulting in a Change of the
Research Design
After analysing the data obtained from the fieldwork, the author had found some
problems which brought about a change in the design. The first problem arose from the
results of the statistical data of the pre/post questionnaires which indicated that the
students attributed their success and failure to the teacher/author; this finding
contradicted the objectives of the RLTP which aimed at helping the students to be more
self-directed in the learning process. Therefore, it was necessary to investigate further
whether this apparently teacher-dependent attitude arose from the process of helping the
students to develop learner autonomy or whether it arose from the English language
learning context where the students might feel frustrated from having to do tasks that
they were not familiar with. This problem also raised the issue of learning style;
providing learner autonomy might not suit the learning styles of some subjects.
The second problem was related to the students' transfer of what they had
learned from the RLTP to other learning contexts. The data from the pre/post
questionnaires was based on the English language learning context; therefore, it would
be better to investigate the students' attitudes towards learner autonomy and their
behaviour that indicated their self-directedness in another English language learning
context in order to see how the students transferred what they had learned from the
RLTP. Therefore, the author had to change the original research design by adding more
areas to be investigated and extending the follow-up study to include the first stage of
the follow-up study which was conducted in the semester following the RLTP.
4.2.3.2.1. Adding More Areas to Be Investigated
As discussed in 4.2.3.2. that the students' learning style was hypothesised to
have an effect on their development of learner autonomy because the students seemed to
depend on the teacher/author at the end of the RLTP, the author decided to include the
investigation of students' learning style in the research. Students' approaches to
learning was the area that the author was interested in because the concept of approaches
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to learning includes learning style, the effect of the learning context and effective
learning (see 2.2.1.). The RLTP had an influence on the learning context because the
author attempted to provide a learning environment which promoted the students' self-
determination. Because the investigation was conducted one year later than the time
when the subjects were taking LNG 101, the subjects had to think back to what they did
while taking LNG 101; however, the data was able to indicate the effect of the RLTP on
the students' approaches to learning while taking LNG 101 (see 5.4.).
• Research Instrument - ASSIST
In order to investigate the students' approaches in learning, the author chose to
use the short version of the Approaches and Study Skills Inventory for Students
(ASSIST) prepared by the Centre for Research on Learning and Instruction, University
of Edinburgh. The inventory was devised for use in higher education contexts and one
of the aims of the inventory is to investigate the ways in which the teaching influences
students' learning (Tait et ah, 1997: 8). The data obtained from ASSIST would reveal
the subjects' approaches to studying English and the effect of promoting learner
autonomy on their learning approaches. The inventory was implemented with the
original subjects who were now studying in their second year and with representatives of
the current first year Engineering students at the time of the follow-up study in order to
compare those who were exposed to the RLTP and those who were not with reference to
the adoption of the deep approach. The comparison between the data of the two groups
would reveal if the original subjects and the first year Engineering students used
different approaches in studying LNG 101. The data would be able to indicate the
teaching/learning context these two groups were exposed to and reveal the students'
learning behaviour.
• Preparation of the Instrument
The author used the whole inventory, which contained 52 items constituting 13
subscales and three main scales (i.e. deep approach, strategic approach and surface
apathetic approach). The author translated the inventory into Thai and piloted the
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translated version with 30 first year Engineering students at King Mongkut's Institute of
Technology, North Bangkok (KMITNB) to see how they would cope with ASSIST. The
pilot was conducted at KMITNB because the author wanted to pilot the questionnaire
with a group that was not involved with LNG 101. KMITNB is like a sister university
ofKMUTT. The students are at the same entry qualification.
The feedback from the pilot session was mainly about the ambiguity of the
language. This helped the author to make some items in the inventory clearer by giving
examples to make the statements more relevant to the context of LNG 101. The
inventory was prepared in two versions: the one given to the subjects was written in the
past tense in order to avoid confusion as the subjects had to think back to the time when
they took LNG 101 and that given to the first year students was written in the present
tense (see Appendix B).
4.2.3.2.2. Extending the Follow-up Study
In the original design, the author had planned to collect the data at two stages:
the fieldwork and the follow-up study which would have been conducted when the
students no longer studied English, i.e. Stage 2 in the follow-up study of the current
design (see 4.2.2.). Thus, the students' transfer of what had been learned in the RLTP
would have been investigated in relation to other learning contexts only. However, the
findings about students' attitudes towards learner autonomy and their use of
metacognitive strategies obtained from the pre/post questionnaires were specifically
related to the English language learning context. Therefore, it would be beneficial to
investigate if the students still had the same attitudes towards learner autonomy and were
able to transfer the skills they had learned from the RLTP to another English course
where the learning context was not completely different from the context of LNG 101.
Thus, the author further investigated the students' behaviour while they were taking an
English elective course in the second semester. The aims of the investigation at this
stage were to:
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a) discover the students' reflective views of the RLTP prior to the beginning of
the elective courses (LNG 102, 103 and 104), two months after the RLTP was
completed in order to gain data to support the findings obtained at the end of the RLTP.
b) estimate the effect of the RLTP by looking at the students' attitudes to
independent learning and their performance in another English language learning
context.
c) discuss if the students used metacognitive strategies to deal with the English
tasks they engaged in.
4.2.3.3. Follow-up Study
This section describes the data collection process in Stage 1 and Stage 2 of the
follow-up study. The description covers the context of the study of each stage and the
data collection which involves research instruments, i.e. their aims and how they were
used. The data collected in the follow-up study was mainly qualitative.
4.2.3.3.1. Follow-up Study: Stage 1
This phase of the investigation was conducted four months after the end of the
RLTP mainly in order to find out about the students' transfer ofwhat they had learned in
the RLTP to another English language learning context. The investigation also
examined the students' attitudes towards English language learning and towards the
RLTP through having the students compare their attitudes to another university English
course in order to discover if the students really perceived that they had had freedom in
the learning provided in LNG 101. Normally, university studies are more flexible than
those in the secondary school level. Therefore, the author did not investigate the
students' attitudes towards freedom in learning when they studied LNG 101 because the
students would compare it with their English learning experience in the secondary
school and the findings might not be useful.
The English course in the second semester was an elective course; the students
were able to choose one out of three courses provided by the Department of Languages.
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Not all of the subjects took an English course in that semester; those who did not have
good grades in the first semester tended not to take an English course. Therefore the
data from this stage was obtained from 22 TME students and 25 ME students or 80% of
the original samples. At that time, the researcher came back to Britain; so, she asked a
colleague to conduct the semi-structured interviews for her. This colleague also
conducted the classroom observation in the fieldwork, so she knew about the RLTP and
would be able to probe or to modify the questions if they were not clear to the students.
• Context of the Study
This section describes the content of the three elective courses by focusing on the
elements of learner training because the students would be able to demonstrate their self-
directedness in these aspects.
Basic Study Skills (LNG 102) aims at helping the students to learn
systematically in the university where they are required to take lectures and to search for
more information on their own in addition to studying in class. The students are taught
how to take notes, summarise, plan their individual study schedules, i.e. the skills that
enable them to cope with the study in the university successfully. The course also aims
at raising the students' awareness of the learning process, e.g. drawing the students'
attention to the learning objectives of each lesson, having them analyse their problems,
etc. The students have to do a project which requires them to use metacognitive
strategies that are taught in class to finish it. The content of the course is general
English. Since this course deals with learning how to learn which was emphasised in
methodological preparation in the RLTP, it was expected that the students who went
through the RLTP might be able to use appropriate metacognitive strategies to deal with
the tasks.
Communicative Writing in EST (LNG 103) focuses on grammatical structures
used in technical writing. The teaching and learning emphasises the correct use of the
language patterns taught in each lesson. The learner training in this course is conducted
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in a limited manner through training the students to be able to self-correct their own
work. In doing self-correction, the students have to be able to analyse their mistakes and
know how to change them. This process is done through the use of journal writing
which aims at enabling the students to practise writing and self-correction. To do the
journal writing, the students can write about any topic they want and then hand in their
work for the teacher to read. The teacher reads it, marks the mistakes without correcting
them and returns the work to the students. Then the students analyse the mistakes,
correct them and hand in the corrected version to the teacher. Since this course focuses
on grammar, the teachers normally encourage the students to use the materials provided
in the grammar section in the SALL to practise the use of grammatical structures that
they are weak at. This encouragement is regarded as a way of promoting independent
learning. In the RLTP, the author introduced peer-assessment and peer-correction which
involved the students in analysing the grammatical mistakes their friends made and
correcting them; therefore, it was expected that the subjects would perform well in the
journal writing or class discussion where they were required to analyse the grammatical
mistakes and correct them. In addition, it was expected that the students would use
planning skills when doing the group work tasks as these were emphasised in the RLTP.
Basic Reading in EST (LNG 104) aims at teaching the students reading
strategies. Then the students are required to apply the strategies they learn in class to do
supplementary reading in the SALL by using the SRA materials. These commercial
materials are published by Science Research Associates (SRA). In the SRA kit, the
reading passages are graded by using colour coding according to level of difficulty.
Each level has a variety of topics. The kit provides a test for the users to check their
reading ability so that they are able to choose the materials suitable for their ability. To
work with the SRA kit, the students can choose the reading passage to work at their own
pace and preference and they can check the results of the tasks from the answer keys
provided. The SRA kit aims at encouraging the students to improve the reading skill on
their own. In LNG 104, the students are required to complete 16 SRA tasks within two
months after they finished classes on reading strategies which were carried out in class.
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While doing the SRA in the SALL, the students have to work independently with the
presence of the reading teacher in case they need his/her reassurance or help. At the last
stage of the course, the students have to do a group work task, i.e. choose a reading
passage and write a test from that passage. The LNG 104 activities are designed to
promote students' independence from the teacher. For instance, the requirement for the
students to work with the SRA kit gives an opportunity for the students to work on their
own. The group work task enables the students to make decisions and to use
metacognitive strategies to complete the task. Since the activities in this course require
the students to be self-directed both in doing the SRA work and the group work task, it
was expected that the students who had completed the RLTP would undertake those
activities well.
In general, it was expected that after going through the RLTP, the students would
work more systematically and do more planning in their learning both in class and when
they did the project work or a group work task. It was also expected that the students
would be more self-directed in class through knowing their problems and trying to solve
the problems by themselves. They would show their independence from the teacher as
they had learned how to use other resources to get the information they needed. For the
tasks that needed self-monitoring and self-evaluating, it was expected that the students
would perform relatively well because they were trained in these two skills in the RLTP.
In addition, since the students were encouraged to undertake self-study and they had
positive attitudes towards this learning mode, it was expected that the students would
still use the SALL voluntarily in the second semester. It was also expected that the
students' increase in motivation to learn English would affect their performance in
following another English course.
• Data Collection
In this stage, data was collected from student interviews, teacher interviews and
the data from the record sheet used in LNG 102, which was intended to reveal how the
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students employed metacognitive strategies. The following section describes each
instrument in details.
1. Student Interviews. The author sent the questions and the rationale behind
each question to her colleague in Thailand. The questions used in the interviews were
formulated from the findings obtained in the fieldwork. The interviews were semi-
structured and were conducted in Thai. The table below explains the aims and the
questions used in Stage 1 of the follow-up study.
Table 4.2: Questions Used in Stage 1 of the Follow-up Study
Aim Questions
1. to obtain the students' reflective views with
regard to their attitudes towards English language
learning after they had been through the RLTP.
-What were your opinions about English language
learning after you finished LNG 101 and before you
took the English course in the second semester?
2. to see whether the students perceived the freedom
to learn which had been provided in LNG 101 as
comparable to/different from that of English class
they were taking at that time.
-Do you think the atmosphere of the English class
you are currently taking is different from that of
LNG 101? Which aspects are different? What
makes these aspects different? (these questions are
the startingpoints leading to the concept offreedom
in learning. The interviewer would bring in the idea
offreedom in class ifthe students do not mention it).
3. to see how much the students needed the teacher
in their learning in order to find out how the
students depended on the teacher.
-What do you need a teacher in your learning for?
4. to see whether the students showed their self-
directedness in solving problems they had in their
English language learning.
-When you have problems in learning English, what
do you do in order to solve the problem?
5. to see whether the students showed their self-
directedness through the voluntary use of the SALL.
-Do you still come to use the SALL? Please give
reasons for using or not using it.
6. to see if the students continued to use
metacognitive strategies in their learning in the
English class.
-Do you use metacognitive strategies in the English
course you are taking? Please describe how you
deal with a certain English task.
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2. Teacher Interviews. The interviews were conducted with the four teachers
who taught the subjects in the second semester by the same colleague who conducted the
student interviews. The purpose of the interviews was to find out about the subjects'
behaviour; if they performed differently from the other students in the same class who
did not undergo the RLTP. Before the author came back to Britain, she gave the list of
the subjects to the teachers who would teach them in the second semester so that the
teachers were able to observe the subjects' behaviour. The author emphasised self-
directed behaviour, e.g. how they dealt with the problems, how well they planned in
learning, whether they were able to analyse learning objectives, etc. The questions
were:
1) Were the subjects active in class (such as asking questions, giving opinions,
etc.)?
2) To do the task in class, did they do any planning or did they try to help
themselves by bringing a dictionary to the class and using it?
3) When doing the task in class, what did they generally ask you for help in
(such as asking about vocabulary, checking instructions, asking you to check
if they were on the right track)?
4) For the teacher who taught LNG 102 which contained the tasks which
involved the use of metacognitive strategies, do you think they performed
well in the tasks that required them to set objectives and plan their learning?
5) For the teacher who taught LNG 103, when they had to do peer-correction in
the feedback sessions or self-correct the mistakes in their diaries, did they
perform well? Did they show interest in the self- and peer-correction tasks?
6) For the teacher who taught LNG 104, when the subjects did the SRA, which
required independence from the teacher, did they perform well? What
questions were they likely to ask you? Were they good at working in
groups?
3. The LNG 102 Record Sheet. In LNG 102, the students were required to keep
a record of the activities that they carried out both in the English class and outside class
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in order to improve their English. The students were required to record in English
information about how many activities they engaged in, the date they engaged in the
activity, the type of activity which was recorded in terms of language skills (listening,
speaking, reading and writing), the student's own comments and the teacher's comments
(see the LNG 102 record sheet in Appendix B). The information from the record sheet
was obtained only from the subjects who took LNG 102 in the second semester.
4.2.3.3.2. Follow-up Study: Stage 2
This section covers the details of Stage 2 of the follow-up study by describing
the context of the study and data collection which was the investigation of the students'
transfer of what the subjects had learned in LNG 101 to other courses by using semi-
structured interviews. In addition to conducting the follow-up study, the author
implemented ASSIST to obtain additional data on the effect of providing learner
autonomy (see 4.2.3.2.1.). The author went to Thailand to conduct the study herself.
• Context of the Study
Stage 2 was conducted one year after the RLTP was completed when the subjects
were studying in their second year in the university and were not taking any English
course. Some of the subjects dropped out from the university. Thus, the data was
obtained from 21 TME students and 27 ME students or 81% of the original samples.
• Data Collection
The main research instrument employed in Stage 2 was student interviews. The
interviews aimed at investigating whether the students transferred what they had learned
from the RLTP to their engineering studies. The author also investigated factors that
might contribute to the students' self-directedness in doing engineering studies, e.g. the
reasons why they engaged in self-study. The table below explains the aims and the
questions used in Stage 2 of the follow-up study:
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Table 4.3: Questions Used in Stage 2 of the Follow-up Study
Aim Questions
1. to see whether the students thought that having
characteristics of autonomous learners, e.g. being
independent, knowing learning objectives, was
important for their study.
1 .What qualities are needed to be successful in
studying engineering?
2. Do you think it is important to know the
objectives of what you are studying? Why is it
important? Do you know the objectives of every
course you are studying?
2. to see whether they had teacher-dependent
attitudes.
1. In a university learning situation, what do you
need a teacher for?
2. In engineering studies, how do teachers give
feedback on your work? Do you need the teacher's
feedback on your work all the time or is having the
keys to the exercises enough?
3. to see whether the students engaged in self-study
and for what reasons.
1. Have you done any self-study? In which subject?
How often do you involve yourself in self-study?
4. to see whether the students were self-directed in
their study; i.e. knowing their weaknesses and
trying to solve problems by themselves.
1. After you are assigned to do a certain task, when
you have a problem, how will you solve it?
2. Do you know your strengths and weaknesses in
your study? What are they? How do you know
them?
5. to find out if the students' learning goals had an
effect on their behaviour?
1. Do you have your own goals in learning? What
are they?
6. to investigate the students' perception of the
RLTP and whether they could apply what they
learned from the RLTP in their engineering studies.
1. What do you think you learned from LNG 101?
How have you applied it to your engineering
studies?
7. to investigate whether the students still used
metacognitive strategies in their learning.




The analysis of the data focused on the change in the students' attitudes and
behaviour after they were exposed to the RLTP. This section describes the methods of
analysing the data obtained from the fieldwork and the follow-up study which will be
presented in Chapter 5. The instruments that did not yield much data such as the outside
class activities record sheet and the worksheets on planning monitoring and evaluating
will not be discussed (see 4.2.3.1.)- The discussion covers the use of triangulation
technique to increase the validity and reliability of the data. How to handle the
quantitative data such as employing statistical tests, and how to handle the qualitative
data such as doing content analysis with the data from the interviews are also discussed.
The details of the discussion on the data analysis of each research instrument depend on
the complexity of the process of the data analysis.
4.3.1. Triangulation
In this research study, the data from different sources was used to check against
each other in order to reveal different perspectives. For instance, data on the students'
motivation to learn English was obtained from both the student and the teacher
interviews (see 5.2.).
The investigator triangulation was used to increase the validity and reliability of
the data especially the qualitative data. The technique gave more confidence in dealing
with highly subjective data such as those obtained from the teacher diary (see 5.3.3.: The
Effect of Teaching). It was also used in the data analysing process; the author invited an
evaluator to mark the learning plans with the author so that the scores of the tasks which
indicated the students' development would be more reliable (see 4.3.2.). Another type
of investigator triangulation was the use of an inter-coder to check the data from the
interviews in order to see whether she agreed with the categorisation of the data from the
interviews; this technique aimed at increasing the reliability of the data (see 4.3.3.).
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4.3.2. Quantitative Data
The quantitative data which was used to discuss the findings in Chapter 5 was
obtained from the pre/post questionnaires, the questionnaire asking about students'
experience of learner autonomy, ASSIST, the checklist of strategies the students used to
handle language tasks, and the learning plan. The quantitative data was analysed as
follows:
1. Pre/post Questionnaires
The comparison between the data from the pre questionnaire and those from the
post questionnaire was done by using the Wilcoxon Matched-Pairs-Signed-Ranks Test
because the rating scale used in the questionnaires was considered a nonparametric
technique (Hatch and Lazaraton, 1991: 297-300).
2. Questionnaire Asking about Students' Experience of Learner Autonomy
The data obtained from the questionnaire showing the students' prior experience
in learner autonomy was converted into percentages.
3. Checklist of Strategies the Students Used to Handle the Language Tasks
The number of the students who ticked the metacognitive strategies they used to
handle the language tasks was counted.
4. ASSIST
Factor analysis was carried out to examine the patterns of the main factors, i.e.
the deep approach, the surface apathetic approach and the strategic approach.
Cronbach's alpha was computed to measure the degree of internal reliability. Then the




Although the data from learning plans was qualitative, i.e. the students had to fill
in their learning objectives, activities, criteria for evaluating their performance and so
on, the author analysed them by quantifying them in order to facilitate the triangulation
process (see 4.3.1.). To find out whether the students improved in planning their
learning, the author set up criteria to evaluate the students' learning plans by giving a
numerical value to each category so that the comparison of the learning plans would be
more concrete. To increase the reliability of the evaluation, the author invited another
evaluator to evaluate the student learning plans by using the author's criteria. The
evaluator was the colleague who was studying for a PhD in Applied Linguistics at the
University of Essex. She had taught LNG 101 and had also taught LNG 102, which
focused on planning. Therefore, she was well aware of the constraints of the students in
setting up their learning objectives and understood the rationale of the learning plans.
There were five areas to be looked at in the learning plans: learning objectives,
activities that the students would do to reach the objectives, materials they would use,
the timescale of working in order to reach the objectives, and finally the criteria to
evaluate if the objectives had been achieved. The criteria for evaluation were as follows:
Learning objectives: it was necessary to consider the specificity of the objective in
terms of:
a) skills the students wanted to work on such as listening, speaking, reading, writing,
grammar, etc.
b) areas that the students wanted to improve such as fluency, accuracy or
comprehension. Looking at the specificity of the objective could help the students to
select the right materials to work on as well as to think about the criteria to evaluate their
performance. In addition to specificity, in the second learning plan, improvement of
stating learning objectives was evaluated in terms of its relevance to students' problems.
For example, the student who mentioned his/her problem in writing was expected to
specify his/her learning objectives in relation to writing. Learning objectives were also
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evaluated in relation to the quality of the overall plan, i.e. if the plan was realistic or not.
Numerical values were allocated as follows:
3 = stating specific areas to work on and indicating that the objectives set could be
achieved in one semester when they were taking LNG 101. For example, those who said
'I would like to improve listening in the lab' would get 3 because they specified listening
in the lab which they were required to study in LNG 101 was the area they wanted to
work on. Mentioning listening in the lab was regarded as a specific objective because
the listening materials similar to those used in the listening lab were available in the
SALL.
2.5 = stating specific areas but the objectives were too many to achieve in one semester
such as those who stated 7 want to understand the teacher in class, be able to talk to her
in English and to write sentences in English' Although there were three areas the
students wanted to work on, they were specific enough for the students to evaluate their
improvement in one semester.
2 = the objectives were broad but feasible. For example, those who stated 'I want to be
good at listening and communicate by speaking' would get 2 because it was rather broad
when they said 'listeningMore specific goals might be listening to authentic English
when they watched movies, listening to simplified English that the teacher used in class,
or listening to the passage read out for listening exercises. However, such an objective
was feasible in that any material that the students chose to work on would be relevant to
the improvement of their listening skill. As for the speaking skill, it was easier to plan
an activity to practise because the context where the students could use English was
mostly in class.
1.5 = the objectives were broader than 2 but still had some focus. An example of the
objective that would get 1.5 was 'I want to improve listening, speaking, reading and
writing so that I can use English better in daily life It was too ambitious to improve all
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four skills within one semester but the students did focus on English used in daily life.
They might think about the language used in class as an example of this.
1 = the objectives were too broad; there was no focus; such as 7 want to be better at
English.' There were a lot of things they needed to do in order to be better at English.
Such an objective implied that the students did not analyse their weaknesses well
enough.
Activities were evaluated in terms of suitability, specificity and relevance to the
objectives set. In evaluating activities, the author also looked at the objectives of the
plan to see if the activities could help the students reach their objectives or not.
Numerical values were allocated as follows:
3 = all the activities were specific and suited the objectives. For example, in order to
improve listening, the students who stated 'Listen to tapes ofconversation in the SALL 3
hours/week' as an activity to improve listening would get 3 because the activities they
designed were relevant to the objectives and practical for them.
2.5 = the activities were relevant to the objectives but not totally specific. The students
who wanted to improve their listening in the lab might say that they would listen to
English passages when they had time. In this case, the students were not specific
enough about the time allocated for the activities. The activity was too broad but the
students could only deal with activities they knew about. Therefore, the author accepted
such an answer as relevant enough to the objective set.
2 = the activities were relevant to the objectives but did not serve all the objectives set.
For example, the students might want to improve speaking and reading skills but they
stated activities for reading only.
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1.5 = the activities were stated too broadly but were still somewhat relevant to the
objectives. For example, those who stated that 'I want to be able to use English in my
work after graduation' and planned the activities as 'reading and listening in the lab'
would get 1.5 because the activities were very broad; the students did not specify what
kind of reading or what kind of listening and they were required to do listening practise
in the lab anyway. However, since the objective was stated very broadly, any activity to
improve their English was somewhat relevant to the objectives.
1 = the activities stated were not specific or not relevant to the objectives. For example,
the students who stated 'I want to be able to use English in daily life' as their objective
and planned their activity as 'study in class with the teacher' would get 1 because the
activity was too general and not sufficiently focussed.
The timescale of the learning plan was evaluated in relation to the activities and the
objectives. The feasibility and specificity of the timescale were looked at. The
numerical values allocated were:
3 = the time allocated for each activity was specific and feasible such as 'listen to the
tapes in the SALL - 4 hrs/week. '
2.5 = the time allocation was feasible but not specific enough such as 'listen to the tape
— once a week, practise writing - once a week, practise speaking - once a week'. It was
feasible because the students had to allocate the time for 3 activities. However, once a
week was not specific enough to know if the overall time they allocated for the three
activities was too much or too little.
2 = the time allocated showed that students knew how much they wanted to spend on a
certain activity but it was not specific enough such as 'practise writing in the diary -
when the teacher gives the diary back or read in the SALL - when I go to the SALL (a
few times/week).' The allocated time showed that the students tried to find time to
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practise English but they could not specify how much they would spend for each
activity.
1.5 = the time allocated was stated too broadly such as 'reading - 4 months (the whole
semester when they took LNG 101)'.
1 = the time was very vague such as 'when I have time
The Materials the students chose to use in order to achieve the objectives were also
evaluated in relation to the activities. Specificity and suitability were looked at. The
numerical values allocated were as follows:
3 = materials were suitable for the objectives and they were specific enough such as
'listen to Follow Me (the programme used for teaching listening and speaking).
2.5 = materials were suitable but not specific such as 'watch soundtrackmovie.'
2 = materials were stated specifically but did not cover all the objectives set; the students
might state two or three objectives but they did not state the materials that covered all
the areas they wanted to work on.
1.5 = materials were described more broadly than 2. The author would see whether the
materials covered all the objectives or not and then see if the materials were broad or
not. Therefore, 'listen to anything in English' was considered too broad.
1 = materials were described broadly and sometimes they were not relevant to the
activities set. There were students who wanted to improve speaking but listed reading
materials instead.
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Evaluating Criteria was judged by looking at their relevance to and suitability for the
objectives and activities. The numerical values are:
3 = the criteria were stated specifically and covered all the points stated in the objectives
and the activities. For example, if the students stated that they wanted to improve
listening, they might state the criteria as 'understand passages and do the listening tasks
in the lab better' because understanding the passage better and doing the exercises more
correctly could indicate their improvement in listening skills.
2.5 = the criteria covered all the points stated in the objectives and the activities but they
were not stated specifically such as ' being able to understand soundtrack movie better. '
This was a very subjective criterion. Therefore, it was difficult to measure students'
improvement.
2 = the criteria covered some but not all points stated in the objectives and the activities
and they were stated specifically. For example, the students might state improving
listening and speaking skills but they specified only the criteria for the improvement of
listening skills.
1.5 = the criteria covered only some points stated in the objectives and the activities but
they were stated broadly. A typical answer would be 'understand to some extent.'
1 = the criteria were not relevant to the objectives or the activities.
The main scores were 1, 2, and 3. The author included 1.5 and 2.5 as
compromising scores when the answers of the students did not fit the main scores.
The author and the evaluator evaluated the learning plans separately by using the
same criteria. Then the scores were compared and discussed when there was a
discrepancy. The discrepancy in the evaluation ranged from 10% to 32%; the
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percentages were converted from the number of the students for whom the author and
the evaluator gave different scores. A high discrepancy in evaluating students' learning
plans seemed to indicate the subjectivity of the process of evaluating the students'
learning plans. This indirectly suggested that it would have been more useful to teach
the students how to plan if the focus of learner training had been on planning effectively
rather than evaluating how well the students made plans. It also suggests the use of
learning plans as a pedagogic tool where the students can plan according their needs and
try to achieve the objectives without the judgement from the teacher on how well they
are able to plan their study. Measuring the discrepancy in the learning plans evaluation
is presented in Table 4.4.
Table 4.4: Measuring the Discrepancy in Learning Plans Evaluation
Category Learning Plan 1 Learning Plan 2
1. Learning Objectives 28% 32%
2. Activities 28% 24%
3. Materials 30% 28%
4. Timescale 14% 10%
5. Evaluating Criteria 22% 20%
When there was the disagreement, the author and the evaluator discussed each
case by giving reasons for their marks and then talking about how to adjust and/or
finalise the marks and then by comparing the marks about which they disagreed with the
same marks given to other students in order to decide the final marks. The disagreement
mainly arose from the subjectivity of the task. Although the author tried to reduce the
subjectivity by setting up the criteria, the process of judging practicality and specificity
was still subjective. The area in which most disagreement arose of was learning
objectives in learning plan 2; it was very subjective to evaluate how realistic the
students' learning objectives were; at the same time there was a problem in judging
whether their new learning objectives indicated their trying to solve the problems in the
first learning plan. Materials was another area that brought out high disagreement
because it was not only the matter of appropriateness that counted, sometimes the
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consideration of the students' knowledge of available materials also played a role in the
decisions to give marks.
4.3.3. Qualitative Data
The qualitative data was obtained from the student and the teacher interviews,
the teacher diary, the classroom observation, and the proforma asking about advantages
and disadvantages of independent study. The qualitative data was handled in three
ways:
1. For the data which was used as supporting data such as the data from the
proforma, the author listed a variety of answers to show the students'
opinions and/or to exemplify the explanation.
2. The relevant extracts of classroom observation and teacher diary were taken
to support the data from the other instruments in order to explain the effect of
the instructions on the outcomes of the RLTP (see 5.3.1.).
3. The data from teacher interviews and student interviews was analysed by
using content analysis. The strategy the author used in doing the content
analysis was conceptual analysis. By definition, a conceptual analysis is
'determining what words or concepts are present in a text or set of texts.'
(Carley, 1994: 726). The author transcribed the interviews, interpreted the
words/expressions which were not clear, i.e. extracted both explicit and
implicit concepts and classified the themes. The data from the student
interviews, which was obtained three times, at the end of the RLTP, at Stage
1 and at Stage 2 of the follow-up study, was treated differently. The student
interview data which was obtained at the end of the RLTP was used as
supporting data. Therefore, the author triangulated it with other instruments
in order to reveal more information about the subjects. The author did not
use an inter-coder to check the interview data obtained at the end of the
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RLTP. The student interview data obtained at Stages 1 and 2 of the follow-
up study was used as main findings in the follow-up study. Thus, the author
used the inter-coder to help analyse the data in order to increase the reliability
of the data (see 4.3.1.). The procedure of involving the inter-coder to help
analyse the data will be discussed in a later section (see pp. 186-187).
• Content Analysis
This section shows an example of the content analysis process of the student
interviews in Stages 1 and 2 of the follow-up study. In Chapter 5, the whole data from
the student interviews is not presented; the author gave a few examples of the students'
responses. Therefore, this section aims at giving a clear picture of how each category
was derived from the content analysis process.
To establish the categories, the author started from the main category which was
broader and moved to the sub-category which was under the main category but
narrower than the main category. The sub-categories provided more information to
explain the main category. The process of content analysis is as follows:
1. The author first set up the main category which was broad by looking at key
words in the responses which indicated the students' attitudes such as 'like, enjoyable
Then, the main category which was Tike, enjoy learning English' was established. The
first sentence of the response tended to present the main theme of the response when the
students used many sentences to express their opinions. There was no problem of
categorisation if those sentences were under the same theme such as 7 like learning
better because LNG 101 was enjoyable. The teacher was friendly. She gave us choices
in learning. ' This example indicated that the student liked learning because of the
teacher' having rapport with the students and providing choices in learning. The
problem arose when the students expressed more than one idea such as 7 want to learn
English more because I had more understanding of it. I enjoyed studying it more. ' The
author put this sentence under the category 'wanting to learn English more' because
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although the student mentioned his enjoyment of the class, his first two sentences were
about his wanting to learning English more. This indicated that the main theme of his
response was 'wanting to learning English more.'
2. After the main category was set up, the author established a sub-category by
looking at the reasons the students gave. The author grouped the reasons which were
more or less the same together. For example, the students' mentioning of the teacher
such as 'the teacher explained when we had mistakes, the teacher was friendly' was
listed under the same category, Tike English because of the teacher.'
3. The author used phrases to indicate the general theme of either the main
category or the sub-category in order to make the presentation concise. For example,
'language attainment' includes any response which referred to the students' having
more knowledge of English, understanding English more or their improvement in
English.
The author presented the interview data by showing the category, quotations and
number of responses. Category contains the main theme and the sub-categories which
give more details about the main theme, e.g. reasons for the main theme. Quotations are
the full responses of the students. A few examples of the students' responses will be
presented in the column Quotations in Chapter 5 but in Table 4.5. the author will present
every student's response as an example of content analysis. Number of responses are
the actual number of the students who responded to the question.
The table below shows an example of content analysis. The author will present
every student's response and use bold type to indicate the words and/or expressions
that represent the concept which was used to categorise the students' responses. The
example came from 47 students responding to the question 'What were your opinions
about English after you finished LNG 101 and before you took the English course in
the second semester?'
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Table 4.5: An Example of Content Analysis of Student Interviews about Their
Attitudes towards English Language Learning













-having the chance to
make decisions in
learning





7 like learning English belter.'
'I think learning English in LNG 101 was more enjoyable
than when 1 did it in high school because I had more freedom.
We did not have to follow strict rides while learning. When I
had any problem, I was able to consult the teacher.'
7 liked learning English because it was enjoyable. I hud the
chance to think. My English was better. The teacher
encouraged us to think, write and speak out.'
7 think learning English was more enjoyable. The teacher
explained when we made mistakes. I like working in groups
because that gave us freedom in learning.'
'I think learning English was more enjoyable because it was
differentfrom what we had learned in high school. I liked the
way the teacher let us make decisions in learning. I was not
afraid of making mistakes because the teacher was there to
give suggestions. We had more freedom while working in
groups. I like group work because we were able to share our
knowledge.'
7 liked English better because the teacher took good care of
and was interested in all of us. She was approachable.
Whenever we had problems, we could ask her. I liked group
work.'
7 think my English has improved. It was more enjoyable to
learn English because the teacher created new attitudes to
learning English It was fun doing different kinds of
exercises and working in groups. We were able to give out-
opinions in class.'
7 liked English better because we had the chance to work in
groups, to go to the SALT and to do the tasks that we had
never done before. We had morefreedom in learning.'
7 liked English a little better because the teacher gave us the
chance to work in groups and to work on our own. She was
not strict.'
7 started to like English better because LNG 101 focused
more on communication whereas the English courses 1 studied
in high school had focused on grammatical structures. I like
the way the teacher let us make our own decisions and work
in groups. She used the teaching aids which made the
learning more enjoyable.'
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'I'm not good at English but I was feeling good while taking
LNG 101 because the teacher was taking good care of me.
She allowed us to make decisions on our own. The class
atmosphere was relaxed. It was an enjoyable class.'
'Learning LNG 101 was enjoyable. The teacher was friendly.
She providedfreedom in learning.'
T like learning English because I understood what I was
learning. The teacher let us work on our own'
'I like learning English better because the teacher made it
more enjoyable. She paid attention to every student in class.
She gave us more opportunity to make decisions in learning
on our own.'
7 like learning English more than I did when I was in high
school because I did not understand what I was learning when
I studied in high school. When I studied LNG 101, the
teacher let us work on our own and work in groups more.
We had the chance to share our opinions and think on our
own.'
'The class was more enjoyable because I understood what I
was learning. I knew English better because the teacher let
us work in groups and think ourselves.'
7 like learning English better because the teacher's teaching
enabled us to understand what we were learning. She was
very helpful.'
7 like learning English a little bit better because the teacher
made the class interesting. She let us ask questions and gave
us the chance to think on our own.'
7 like learning English better because LNG 101 was
enjoyable. The teacher was friendly. She gave us choices in
learning.'
7 had a good time learning LNG 101. I learned how to work
in group. The teacher gave us choices when we did the
tasks, which made the tasks more difficult.'
7 felt good when I studied LNG 101 because the teacher
taught us well; she let us think and do the tasks on our own.'
7 had a good time when I studied LNG 101; I liked doing
group work tasks because I was able to discuss and share
opinions with friends.'
7 like learning English better because the teacher was
approachable. She made the class atmosphere relaxed. We
had more freedom to learn.'
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7 had better feeling towards learning English because the
teacher was friendly. I had the chance to ask her questions
when I did not understand what I was learning.'
7 like LNG 101 because the teacher gave us the chance to do
self-study in the SALL.'
Wanting to learn English
more because of
1.achievement gained




7 want to learn English more because when I studied LNG
101, I had better understanding of what I was studying, I
think learning English was interesting.'
7 want to learn English more. I had more knowledge at the
end of LNG 101. The teacher helped us to like English
better because we had the chance to work in groups and to
do the self-study.'
'I want to learn English more because the teacher's teaching
techniques made the class enjoyable. She let us ask
questions when we hadproblems.'
7 want to learn English more because I had more
understanding of it and I enjoyed studying it more.
7 want to learn English more because I had different
attitudes to learning English. When learning English in high
school, I hadfocused on memorising rules in order to pass the
exams. But the LNG 101 teacher taught us to think and do






7 understand English better. 1 tike the freedom the teacher
gave us.'
7 felt better because I understood what I was studying. The
teacher had us do the tasks more often. The way she let us
make decisions and give opinions enabled us to understand
the language better.'
7 think I have more knowledge of the English language. I
used to hate learning English. But I no longer hated it. It was
because the teacher let us work on our own and then showed
us the answers. She had us do homework and provided
choices in learning. I had the chance to work with friends.'
7 think I had more knowledge of the English language. I was
able to use it. The teacher taught us how to work and how to
work together.'
7 think my English improved because I had more knowledge
of grammatical structure. I like the way the teacher let us
work on our own because we were able to show our ideas.
5
Having more confidence
to learn and use English
7 still think that English is difficult but I'm not afraid of
learning English as I used to be.'
7 think learning English was interesting. 1 was not afraid of
7
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it because I was able to write more in LNG 101.'
7 felt better at the end of LNG 101. I'm not afraid of
studying English.'
7 think English is an important subject. Ifwe pay attention to
the subject, we can make use of it. I think learning English is
easier.'
'Before taking LNG 101, I had thought that learning English
was difficult. But after 1 finished the course, I realised that it
was not difficult if we knew how to deal with the language.
The teacher taught us reading strategies.'
7 had more confidence to use English because the teacher
taught us how to do it.'
7 think I know English more. I had more confidence to speak
English because the teacher let us express our opinions.'
Having the same
favourable attitudes
7 have the same attitudes to learning English because
English is my favourite subject.'
'English is my favourite subject. So 1 still have the same
feeling at the end ofLNG 101.'
7 don't change my attitude towards learning English because
English is myfavourite subject.'
7felt the same as I had done before taking LNG 101 because





7 don't have any positive attitude towards learning English
because I don't like this subject.'
I
• Using the Inter-coder
In order to increase the reliability of the analysis of the interview data obtained in
Stages 1 and 2 of the follow-up study, the author invited another coder to check the
author's analysis. Weber (1990: 17) referred to the use of using more than one coder to
analyse the same text as inter-coder reliability. Because of the time constraints, the
author asked the inter-coder to check about 13% of the interview data. The inter-coder
was the same person who helped the author evaluate the learning plans (see 4.3.2.).
The tapes were transcribed and then the interviews were translated word for
word from Thai into English. The author had to interpret the students' responses
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sometimes because they might use some terms which were not clear. However, because
the author was familiar with the students and she had interviewed them before, she
understood what the students really meant. Then the author posted the information to
the coder.
The information consisted of the interview questions, the English version of the
answers to these questions which came from the same six students (about 13% of the
whole data), the categories which had been set up and the criteria of coding as presented
in the section on content analysis. There was 16% disagreement about the coding. The
main problems arose from the overlap of the categories when the students expressed
more than one theme in their answers. Another problem on the overlap of the themes
came from the students using one sentence to express one theme and their responses
contained a few sentences which carried a few themes with no emphasis on any theme.
Therefore, it was difficult to allocate such responses in one particular category.
4.4. Summary
This chapter describes how this research study was conducted. The discussion is
based on the literature and tells how the author applied the ideas from the literature to
conduct this research study. The study was conducted as a case study research to
investigate how the revised learner training programme (RLTP) helped the first year
Engineering students at KMUTT to work to develop learner autonomy in the English
class. The author tried to look at all the factors that might constitute the development of
learner autonomy, i.e. students' attitudes, their behaviour, their background, classroom
environment, the activities designed to promote learner autonomy, and teacher
instructions.
The research was conducted in two phases: the fieldwork and the follow-up
study. In the fieldwork, the author acted as both a teacher and a researcher to deliver the
RLTP and to collect data. The follow-up study was divided into two stages: Stage 1
and Stage 2. Stage 1 was conducted to see how the students transferred what they had
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learned from the RLTP to another English language learning context. Stage 2 aimed at
investigating whether the students were able to transfer what they had learned in the
RLTP to their engineering studies and what factors might contribute to their self-
directedness while doing the engineering studies (see Diagram 4.1.).
The discussion covers description of the case, research instruments, i.e. how they
were constructed and employed in the study and problems arising, and the change of the
research design which arose from problems in the fieldwork and the data analysis
process. The results of the research are presented in the next chapter.
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Chapter 5
Data Presentation and Discussion
Introduction
This chapter deals with the discussion and presentation of the data obtained from
the fieldwork and the two stages of the follow up study. The data from the fieldwork
was obtained throughout the semester when the students took LNG 101 and were
exposed to the RLTP. The data from Stage 1 of the follow-up study was obtained four
months after the RLTP was finished, when the students were taking another English
course. The students and the teachers of the elective courses they were taking were
interviewed. The data from Stage 2 of the follow-up study was obtained when the
students were studying in their second year of the university; the students no longer took
any English course. The summary of the data collection is presented in the table below.
Table 5.1: Data Collection Stages
Data Collection Stages Time Purposes
Fieldwork 4 months of delivering
the RLTP through
teaching LNG 101
-to measure the level of autonomy throughout LNG
101.
Follow-up study: Stage 1 4 months after the
fieldwork was
completed, when the
subjects were taking an
elective English course
-to see what level of transfer of autonomy there was
to another English course and their opinions about
the RLTP.
-to measure the effectiveness of the RLTP by
having the students reflect on LNG 101.
Follow-up study: Stage 2 1 year after the
fieldwork was
completed
-to measure the transfer of autonomy to the
subjects' studies of engineering
-to collect additional data on the subjects'
approaches to learning in comparison to the
students who were not exposed to the RLTP in
order to obtain more information to explain the
effect of promoting learner autonomy on their
learning.
-to investigate the students' self-directedness in
doing engineering studies.
The data was collected to measure the effectiveness of the RLTP as well as to
measure the students' self-directedness in their engineering studies in order to explain
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the factors that might contribute to their self-directedness. The presentation of the data
relating to the effectiveness of the RLTP covered the students' prior experience of
exposure in secondary school to a learning environment that encouraged learner
autonomy. The findings that suggested the change in the students after they went
through the RLTP, discussion of the factors that might contribute to the change, and
whether the students applied what they had learned in the RLTP to other learning
contexts are also discussed. With regard to the students' self-directedness in engineering
studies, the presentation covered how the students acted autonomously in their
engineering studies and the factors that might contribute to their behaviour.
Triangulating the data obtained from different sources gave more insight into the process
of development the students went through when they were exposed to the RLTP. The
summary of the data obtained from the research study and purposes of using the data is
presented in the table below.
Table 5.2: Data Obtained in the Research Study
Types of Data Data collection Stages Purposes
Data A Fieldwork -to measure prior experience of autonomy before
the university studies.
Data B Fieldwork
Follow-up study: Stage 1
-to measure the development of autonomy/ the
effectiveness of the RLTP
-to measure the effectiveness of the RLTP (the data
on the reflective views of the subjects about the
RLTP)
Data C Follow-up study: Stage 1 -to measure the degree of transfer of autonomy as
indicated in another English course.
Data D Follow-up study: Stage 2 -to measure the degree of transfer of autonomy as
indicated in their engineering studies
Data E Follow-up study: Stage 2 -additional data from ASSIST was used to probe
further into how far the students were effective
learners. The data was related to the effectiveness
of the RLTP
Data F Follow-up study: Stage 2 -to investigate factors that might affect the students'
self-directedness in their engineering studies.
The presentation and discussion is of the data obtained from the two groups of
students together but the groups were considered separately when the data indicated the
difference between the two groups. While delivering the RLTP, the author reflected on
her teaching by keeping her diary (see 4.2.3.1.). Having found the problems, the author
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attempted to solve them by trying the new teaching method with the other group.
Therefore, some data might indicate the difference in performance of the two groups of
students as a result of the improvement of the author's teaching techniques.
5.1. Students' Background
In order to explain whether the students had developed learner autonomy after
they went through the RLTP, it was necessary to investigate their prior experience in an
English language learning environment which promoted learner autonomy while they
were studying in secondary school. The questionnaire asked about teachers' behaviour
which reflected their attitudes towards learner autonomy, classroom activities that
promoted learner autonomy and facilities provided, all the aspects that were provided in
the RLTP (see 4.2.3.1.). The questionnaire was distributed to the students at the
beginning of the course.
The data is presented by converting the students' rating on a four-point scale
ranging from 4 = often, 3 = sometimes, 2 = rarely to 1 = never and their responses about
the provision of the self-access centre into percentage. The data came from 53 students;
not all of the students were present on the first day of the class.
Table 5.3: Findings from the Questionnaire Asking about Students' Experience of
Learner Autonomy
Category Rating (%)
4 3 2 1
Teachers' Behaviour
1. Encouraging students to learn by themselves 19 75 6 -
2. Involving students in the decision-making process 28 40 30 2
3. Listening to students' opinions 30 42 24 4
4. Teaching new strategies 24 53 19 4
Classroom Activities
1. Self-correction 6 43 40 11
2. Project work - 34 47 19
3. Awareness-raising of learning strategies 13 43 30 14
4. Analysis of learning objectives 11 40 30 19
Having a self-access centre Yes = 83 % No = 17%
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The data indicated that the students had been exposed to a learning environment
that promoted learner autonomy especially that provided by the teacher as the majority
of them rated positively (often and sometimes) on the items relating to the teachers'
behaviour. With regard to the classroom activities, project work was the activity the
students were the least familiar with as seen from the percentage of ratings for rarely
and never. Most of the students had been exposed to a self-access centre. Not only did
the data from this research instrument reveal the students' background, it also helped the
researcher to plan how to handle the activities in the RLTP, e.g. whether she had to
spend time preparing the students before involving them in those activities.
The data seemed to suggest that the students were, to some extent, familiar with
the idea of learner autonomy as provided by their secondary school teachers. Therefore,
the author did not have to spend time introducing the students to some activities such as
discussing their learning strategies in order to raise their awareness of their use of the
learning strategies. The data indicated that the students would probably not resist the
process of acquiring learner autonomy which would be carried out by involving them in
the decision-making process.
5.2. Motivation to Learn English
The data was obtained from the student interviews in Stage 1 of the follow-up
study about their opinions of English language learning after they went through the
RLTP. The findings suggested that most of the students (25 students) had higher
motivation to learn English than they had before being exposed to the RLTP. The
increase in the students' motivation to learn English resulted from the classroom climate
and the students' perception of learning taking place. The students mentioned that the
author having rapport with them and her provision of guidance in learning enhanced
their motivation to learn English. They also mentioned the teaching and learning
process such as group work tasks, freedom in learning, the opportunity to make
decisions in learning and to think on their own helped enhance their motivation. Five
students said that they wanted to learn English more after they had a positive experience
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from LNG 101. Five students said that they had good attitudes towards learning English
because of their language attainment. Seven students mentioned their confidence to
learn and to use English. However, four students did not change their attitudes towards
English language learning because they already had favourable attitudes. One student
said that he still did not like to learn English. Examples of the students' responses are in
Table 5.4.
Table 5.4: Students' Attitudes towards English Language Learning after They
Finished the RLTP




of a) classroom climate
which came from
1.teacher





-having the chance to
make decisions in learning
-being able to think and
work on their own
b) the students' perception
of learning taking place
7 think learning English was more enjoyable because it was
different from what we had learned in high school. I liked
the way the teacher let us make decisions in learning. I was
not afraid ofmaking mistakes because the teacher was there
to give suggestions. We had more freedom while working in
groups. I like doing group work tasks because we were able
to share our knowledge.'
7 like learning English better because the teacher was
approachable. She made the class atmosphere relaxed. We
had more freedom to learn. '
25
Wanting to learn English
more because of
1.achievement gained




7 want to learn English more because when I studied LNG
101, 1 had better understanding of what I was studying. 1






7felt better because I understood what I was studying. The
teacher had us do the tasks more often. The way she let us
make decisions and show our opinions helped us to
understand the language better.'
5
Having more confidence to
learn and to use English
'Before taking LNG 101, 1 had thought that learning English
was difficult. But after I finished the course, I knew that it
was not difficult ifwe knew how to deal with the language.




'English is my favourite subject. So I still have the same
feeling at the end ofLNG 101.'
4
Having the same attitude:
don't like English
'1 don't have any positive attitude towards learning English
because I don't like this subject.'
1
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The students' positive attitudes towards learning English was reflected by their
motivation to learn in another English class as reported by the teachers who taught
elective courses except the LNG 103 teacher, who said that the subjects did not pay
much attention in class but the quality of the subjects' work was as good as that done by
the other students. Although the data came from the general observation of the teachers
and although they were not able to reveal the students' behaviour in depth, it indicated
some difference between the subjects and the other students studying in the same class.
The responses of these teachers suggested that the teachers looked at students' behaviour
such as attention, co-operation, any interest which suggested their participating in the
learning process to signify their motivation to learn English.
'The TME students are very attentive. They ask questions and share their opinions in class more
than the other students in the same class.' (LNG 102 teacher)
'The class is very big (around 60 students). The TME students are quiet but attentive. They do
not ask many questions... I think when the TME students ask questions, they want to find reasons for the
answers I gave to them. Although generally the students are quiet, I can tell that they understand the
lessons. The quality oftheir work is better than the other students.' (LNG 104 teacher)
'Some of the students who are interested in English always ask questions such as how we got the
answers, which part we should look at and so on. Generally, the subjects are more attentive than the
other students. They are more co-operative, more interested and more punctual in finishing the task.'
(LNG 104 teacher)
'The subjects are very talkative. Some are attentive, though. I think the able students don't seem
to be interested in learning. Although the subjects are not as attentive as the other students, the quality of
their work is not differentfrom the other students.' (LNG 103 teacher)
The data from the pre/post questionnaires also indicated that at the end of the
RLTP the students had higher extrinsic motivation with reference to their long-term
goals to learn English (see Table 5.3). It might be because the students realised that they
were studying in the university; therefore, their long-term goals were more realistic for
them. In other words, the learning environment might have affected their extrinsic
motivation to learn English. The increase in the students' motivation to learn English
might have affected their behaviour in class and in learning English outside class.
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5.3. Changes in Student Attitudes and Behaviour
The questionnaire were given before (pre) and after (post) the course LNG 101.
The pre/post questionnaires were used as the main instrument to identify the areas that
indicated the significant change at the end of the RLTP with regard to the students'
attitudes and their behaviour, i.e. the more frequent engagement in the activities (see
4.2.3.1.). The findings from other instruments, i.e. student interviews, classroom
observation, teacher diaries, a proforma asking about advantages and disadvantages of
an independent study were used to explain the areas that indicated the change more
fully. The Wilcoxon-Matched-Pairs Signed-Ranks Test was used to compare the data
from the pre and post questionnaires to see if there was any significance between the pre
and post questionnaire. Z scores and P levels (significance level at 0.05) are shown in
Table 5.5.
Table 5.5: Results from the Pre/Post Questionnaires
Areas to be Investigated N = 59
Z P
(<0.05)
1. Attitudes to an Independent Learning Mode -2.84 .00**
2. Confidence to Learn by Themselves -2.61 .01**
3. Attitudes to Autonomous Behaviour -.33 .74
3.1. Knowing Learning Objectives -.81 .42
3.2. Self-evaluation -.68 .50
3.3. Making Decisions on How to Learn -.74 .46
3.4. Behaviour that Shows Learning Responsibility -.38 .70
4. Self-directed Behaviour -1.86 .06*
5. Intrinsic Motivation to Learn English -1.07 .29
6. Extrinsic Motivation to Learn English -1.18 .24
6.1. Short-term Goals -.26 .80
6.2. Long-term Goals -1.41 .16*
7. Students' Attributions for Success and Failure -.73 .46
7.1. Effort -.03 .97
7.2. Ability -1.51 .13*
7.3. Task Difficulty -2.67 .01**
7.4. Teacher -2.71 .01**
8. Using Metacognitive Strategies to Learn English -2.14 03**
8.1. Planning -1.84 .07*
8.2. Monitoring -2.32 .02**
8.3. Evaluating -1.32 .19*
Note: ** (significance) *(near significance)
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The null hypothesis for the study was 'there was no difference in the students'
attitudes and behaviour related to learner autonomy after the RLTP was completed.'
The data in Table 5.5 indicated that the null hypothesis was rejected in six areas: 1)
attitudes to an independent learning mode, 2) confidence to learn by themselves, 3)
students' attribution for success and failure to task difficulty, 4) students' attribution for
success and failure to the teacher, 5) using metacognitive strategies to learning English
and 6) monitoring. In addition, there were areas of nearly statistical significance which
should not be overlooked: 1) self-directed behaviour, 2) extrinsic motivation to learn
English with regard to long-term goals, 3) students' attribution for success and failure to
effort, 4) planning, 5.) evaluating. To identify the significant change, the Wilcoxon-
Matched-Pairs Signed-Ranks Test compared the students' rating on the same items in
the pre and post questionnaires whether they rated higher, lower or the same. The
improvement could be inferred from the greater number of the students rating the items
higher in the post questionnaire than in the pre questionnaire. The areas that indicated
the statistical significance or the nearly statistical significance suggested the students'
improvement except the students' attribution for success and failure to the teacher.
The data presentation in the following sections discuss the findings that support
the data from the pre/post questionnaires. All the areas that indicated a change in the
pre/post questionnaires will be grouped into three main areas because some areas are
related.
1. The change in the students' attitudes to an independent learning mode and
their confidence to learn by themselves
2. Self-directed behaviour and the use ofmetacognitive strategies
3. Students' attribution for success and failure
5.3.1. Changes in Student Attitudes and Confidence
This section is concerned with the students' change of their attitudes towards
independent learning and their confidence to learn by themselves. The data was
obtained from the proforma asking about the students' opinions about advantages and
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disadvantages of an independent study after they had experience working in the SALL
and the rating of their overall opinions about the usefulness of the independent study
suggested that the students had positive attitudes towards this learning mode. The
majority of the students gave ratings on the positive side (6-10). Only five students
rated 5 which was the middle score.
In addition, the data gave more details about the students' opinions about the
independent learning mode. The students were asked to list advantages and
disadvantages of an independent learning mode from their experience in engaging in this
learning mode in the SALL. Their answers suggested that they thought about aspects
that classroom learning could not provide or provided less than the independent learning
mode when listing the advantages of this mode of learning. In the same way, they talked
about the teaching and learning aspects lacking in the independent learning mode, which
might be important to them when they listed the disadvantages of the independent
learning mode. The answers of the students were grouped into categories which are
shown below with some examples of their answers.
• Advantages of an Independent Learning Mode
1. Increasing responsibility for learning
Solvingproblems by ourselves
It helps me to learn to find information/knowledge by myself, which is useful for my future
career... I have to do everything on my own.
2. Dealing with affective factors
Learning is notfrustrating
I'm more motivated to learn because we are notforced to study according to the teacher's plan.
3. Having freedom in learning (with no control from the teacher)
Learning by ourselves without the teacher's control
Havingfreedom to choose material to study and can study whenever we want to
4. Helping the students to improve themselves and/or their learning skills
learning by ourselves helps us to memorise what we learn better
Broaden our perspective
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• Disadvantages of An Independent Learning Mode
1. Having fewer benefits than learning in class
No communication with other students. We can work in groups when we learn in class
Learning grammatical structures less than we do in class
2. Not having feedback and/or correct answers
it's hard to tell ifwhat I'm doing is correct or not
don't know our own weaknesses
3. No guidance/encouragement in the learning process
I have never done this learning mode before so 1 don't know when and what to do
Although we know our weaknesses, we can't make any improvement ifthere is nobody guiding us
4. Dealing with affective factors
No motivation to learn
I may be bored because there is no restriction
With regard to the students' confidence to learn by themselves, the data from the
interviews suggested that knowledge of the subject and the demands of the university
study were the factors that might affect their confidence in engaging in the self-study.
They referred to their needs for somebody to help solve their problems, their needs
for guidance and encouragement from the teacher and uncertainty about the
approaches they used as the factors that made them not confident to undertake the self-
study. Typical examples of the students' typical answers are presented below:
I am confident to learn by myself in the subjects that I can read and understand without any
explanation from the teacher.
I am confident to study on my own because I'm good at English
I 'm not confident to learn on my own but I want to try doing it. When I study by myself I 'm not
sure ifI use the right method
I'm not confident to learn on my own because I don't know how. I'm not a hard-working student.
So I need a teacher to encourage me.
The data suggested that while learning the students appreciated the opportunity
to work on their own because this aspect would help their learning as some said that they
memorised what they learned better and they learned to solve problems in learning. In
addition, it could enhance their motivation to learn. However, they still needed the
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teacher because they wanted to have correct knowledge of what they were learning. In
addition to the knowledge, some of the students seemed to see the importance of
working with others as a part of the learning process. It can be inferred from their
answers that the learning process that the students wanted to have was a combination of
teacher-led study, working on their own and working with friends.
• TheUseoftheSALL
The data relating to the use of the SALL was obtained from the student
interviews. The author investigated the students' use of the SALL because it might
reflect their positive attitudes towards and confidence to undertake independent learning
which might in turn indicate the effect of the students' change in their attitudes towards
and confidence in undertaking independent learning. Although generally the two groups
of students had positive attitudes towards independent learning, the interviews at the end
of the RLTP about their use of the SALL indicated that Mechanical Engineering
students (ME) came to use the SALL more than the Tools and Materials Engineering
students (TME). Most of the TME students (19 out of 26) reported that they used the
SALL mainly to find the information for the project as required by LNG 101. More ME
students reported that they used the SALL voluntarily than was required by the course;
19 students using it voluntarily and 14 students using it to find the information for the
project. However, only having positive attitudes to independent learning and confidence
to learn by themselves might not have been enough to encourage the students to use the
SALL. Therefore, the author further investigated other factors that might contribute to
the ME students' use of the SALL. The findings are as follows.
• The ME Students' Use of the SALL
This section discusses factors that appeared to contribute to the ME students' use
of the SALL. The data from the students interviews, the classroom observation and the
teacher diary suggested that in addition to the ME students' change in their attitudes
towards and confidence to undertake independent learning, there were three other factors
that might have contributed to their voluntary use of the SALL.
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A. ME Students' Prior Attitudes to Independent Learning
It should be noted that the ME students already had positive attitudes towards
this learning mode even before they were exposed to the RLTP and they considered
independent learning as an important aspect of the university studies as revealed from
the interviews when the author probed more about this area. The students mentioned
that they had to do the self-study and help themselves more because they were now
studying in the university which required them to change their learning style. Typical
answers are as follows:
In the university, we have to do self-study but in the secondary school the teacher was always
there to help us
Teachers do not have to give feedback all the time because we have to help ourselves more as we
are studying at this level. Students have to study on their own.
Such answers indicated that the students saw the importance of engaging in self-
study because they were now studying at a higher level where they were expected to
help themselves more. Therefore, they came to use the SALL voluntarily because it
would help their English language learning.
B. Effectiveness of Preparation of the Self-study Lesson
The data for the measurement of effectiveness of the self-study lesson was
obtained from the classroom observation, the teacher diary and the student interviews.
In order to help the students change their attitudes towards independent learning, the
author used the method of 'learning from experience' to help the students realise the
usefulness of this learning mode. Before letting the students work in the SALL, the
author prepared the students for self study (see Table 3.1: Psychological Preparation).
The data from the classroom observation and the teacher diary suggested that the
effectiveness of the self-study lesson in providing the students with hands-on experience
in order to enhance positive attitudes towards an independent learning mode might
stimulate the students to use the SALL more.
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With reference to the preparation that the author gave to the students in both
groups before letting them go to the SALL to do the self-study, the observer gave
positive comments on the preparation given to the ME class.
'In the ME class, the teacher elicited the overall objectives and how to fill in the worksheet from
the students step by step and gave clear examples. The students were attentive; some listening, others
writing down what they had to do in the SALL.'
She also commented on the good timing when the author started the lesson, clear
instructions and appropriate teaching pace. According to the timetable, the ME class
always followed the TME class. For this activity, the TME class was one week ahead of
the ME class. When teaching the TME class the author wrote in her diary about the
problems arising from the teaching that
'...I presented the worksheet on selfstudy in the SALL as a final task for this unit. I told the
students about the importance of planning and then gave an example by planning the self-study task
together. I asked the students their preference in learning, their rough plan, etc...I thought that I didn't
take this preparation stage seriously. So half of the class chose to play Scrabble (about 16 students) as
their self-study activity. Three students chose learning from songs. Four students chose reading
magazines and newspapers. Three did grammar exercises. / suppose I didn 't explain the worksheet
clearly enough so the studentsfilled it out vaguely... '
Bearing these problems in mind, the author tried to improve the preparation
given to the ME students and asked the students to summarise what they learned in the
SALL as an additional task in order to make the self-study activity more meaningful to
them. To check whether the students understood the purpose of the self-study activity,
the author asked in the interviews about this matter. Examples of the students' answers
indicated that they did understand the purposes of this activity.
Before coming to the SALL, the teacher asked me to plan what to do. I said I wanted to listen to
the tape. So she showed me how to find materials in each corner. I think she wanted me to
practise doing self-study.'
Knowing how to learn by ourselves. Knowing our duty that we have to learn on our own.
To study whatever we want to. To know how to do self-study so that we can help ourselves when
we have problems.
The data suggested that teaching had an effect on the students' behaviour.
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C. Students' Motivation to Learn English
Motivation to learn plays a role in students' learning. It was speculated that the
use of the SALL voluntarily could also be related to the students' motivation to learn
English. The data in 5.2. suggested that the students were motivated to learn English.
The data from the pre/post questionnaire also indicated that there was a change in the
students' extrinsic motivation to learn English with regard to their long-term goals.
Therefore, the students' use of the SALL to practise English on their own might also
come from their motivation to do well in the course.
5.3.2. Self-directed Behaviour and the Students' Use ofMetacognitive Strategies
To be self-directed in learning requires the students to have learning objectives,
evaluate their learning in order to find out about their weaknesses in order to improve
them and to use metacognitive strategies. According to Holec (1981: 14-19) and Rubin
(1987: 25), metacognitive strategies are those that help the students to be self-directed in
their learning; because, in order to be self-directed in learning which requires less help
from the teacher, the students have to use metacognition in the learning process in order
to evaluate the tasks and their own knowledge before planning how to deal with the task.
Then they have to monitor their performance to detect any difficulty that might affect
the success of the task and try to solve the problems. After finishing the task, the
students then evaluate whether they have performed well enough or not.
This section looks at the changes between the pre and post questionnaires and
gives details of how the students employed metacognitive strategies in learning. The
data was obtained from the student interviews, the checklist and the learning plans
which gave data specifically on planning strategies. In the pre/post questionnaires, the
author investigated the students' self-directed behaviour by looking at how the students
demonstrated their responsibility for their own learning, i.e. finding learning objectives,
evaluating their learning in order to find out about their weaknesses and trying to
improve them, and thinking about how to learn better. Although the data from the
pre/post questionnaires indicated the students' improvement in this area at the end of the
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RLTP, the data from the student interviews did not give more details. It supported the
data from the pre/post questionnaires in that most of the students (30 students) said that
they tried to solve the problems by themselves before turning to either friends or the
teacher for help. The other 17 students reported that they would turn to either friends or
a teacher for help.
The data on how the students used metacognitive strategies to handle the tasks
gave more details about the students' self-directedness. The data indicated that the
students used metacognition mostly in planning by trying to find out about the objectives
of the tasks in order to evaluate their knowledge of their ability to do the task and then
plan how to finish it. Monitoring was another metacognitive strategy that the students
reported using to handle the task. In this study, monitoring involved the on-going
evaluation of performance while doing the task in order to detect the problems and find
ways to solve them. The students reported their evaluation of the tasks which took place
at the end of the task the least among the three metacognitive strategies. The data on
how the students used metacognition to deal with the English tasks was revealed from
their interviews and the checklist.
Table 5.6: How Students Used Metacognitive Strategies to Handle English Tasks
The data was obtained from the student interviews by asking them to explain
how they approached a certain English task. It indicated that most of the students used
planning to handle the tasks.
Category Quotations Number of
Responses
Planning by
-thinking about how to do the
task
-trying to know objectives of
the task
-consulting others of how to
do the task
7 first try to find out about the objectives of the task and
see how much knowledge I have in order to be able to
finish the tasks.'
7 first ask the teacher the details of the task and then plan
how to finish it. If it is a group work task, I delegate the
duty to the group members. If it is an individual task, I try
to manage the time to finish the task.'
23
Planning and monitoring
(knowing that they had
problems indicating that they
monitored the difficulties they
7 try to know objectives of the taskfirst. And then I do the




had while doing the task)
Monitoring 7 I will consult friends or a dictionary when I don't know
the meaning ofany vocabulary.'
5
Planning and evaluating 7first ask the teacher the details of the task and then do it.
After I finish the task, I check ifI do it correctly.'
2
Monitoring and evaluating 'I ask friends when I don't understand what I'm doing and
then ask the teacher. After that I try to finish the task and
check ifI do it correctly.'
6




In addition to the student interviews, the data obtained from the students' self-
report on the strategies they used to complete the listening, speaking and writing tasks
by ticking the strategies provided in the checklist also revealed the students' use of
metacognition to plan, monitor and evaluate the tasks. The manner of planning,
monitoring and evaluating was different according to the tasks. How the students used
metacognitive strategies indicated their use of person knowledge, task knowledge and
strategy knowledge to make decisions on how to deal with the task.
Table 5.7: Students' Use ofMetacognitive Strategies to Handle Listening Tasks
The data was obtained from 57 students who reported on their experience in
doing the listening tasks in the sound-lab where they were able to control their pace of
listening.
Types of Strategies Number of Students
Using the Strategies
Planning
1.1 read the questions and the alternatives before listening so that I had a 52
purpose in listening.
2.1 tried to predict what I was listening to from the instructions, the questions, 32
and the pictures.
3.Before listening, 1 read the title and the instructions. Then I thought about the 23
words that might be heard in order to prepare myself for the listening task.
Monitoring
1.After the first listening, when I found out that 1 didn't know some words, 1 13
tried to find their meaning before doing the second listening.
2.1 tried to write down what I heard but did not understand and kept repeating 7
this to myself until I began to figure out what it might mean.
3.1 wrote down only the key words which I didn't know, then found out their 3
meaning before doing the second listening.
Evaluating
1.1 checked if I had completed the task correctly by listening to the whole text 33
and checking the answers.
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2.When checking, I tried not to change what I had done earlier. 9
3.If the task was filling in the blanks, I checked the answers by looking at 10
spelling and grammatical correctness.
4.1 do not check the task before submitting it. 6
The data from the checklist supported the data from the students interviews
presented in Table 5.6 by giving more details on how the students used metacognitive
strategies. The data indicated that the majority of the students (52) planned by trying to
have purposes in listening. Not many students reported that they used the strategies
suggested in the checklist to monitor while listening. However, nobody reported other
monitoring strategies when asked to add more strategies; there was no evidence whether
all the students monitored while listening or not. Many students (33) reported that they
evaluated by listening to the whole text in order to check the answers. However, six
students did not use any evaluating strategies after they had finished their tasks.
Table 5.8: Students' Use ofMetacognitive Strategies to Handle Speaking Tasks
The data was obtained from 54 students who participated in a speaking activity.
A checklist was distributed at the end of the interactive speaking activity conducted
while the students undertook the self-study activity in the SALL (see 4.2.3.1.: Checklist
of the Strategies the Students Used to Handle the Language Tasks). The author focused
on monitoring strategies only as they are regarded as the strategies employed mainly in
speaking (Oxford, 1990: 161) (see 4.2.3.1.).
Types of Strategies Number of Students
Using the Strategies
Monitoring
1 .If the listener didn't understand, I kept repeating the same word. 21
2.1 stopped talking when the listener didn't understand me. 8
3.1 turn to a friend for help as soon as I knew the listener didn't understand me. 20
4.1 rephrased the sentence when I noticed that the listener didn't understand me. 21
5.1 changed my stress patterns when the listener didn't understand me. 6
6.1 spelled the word when the listener didn't understand me. 25
7.1 was careful about my pronunciation when speaking English. 24
8.1 monitored my speaking and changed the sentence immediately when I knew 19
I was making a mistake.
9.1 thought of grammatical correctness when speaking. 16
10.1 asked the listener when I was not sure if what I said was correct or not. 26
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The data indicated that many students (24) were concerned about accuracy in
relation to their pronunciation. Many students (26) reported that they asked the listener
when they were not certain about the correctness of their speaking, which implied their
concerns about the accuracy and their need for the teacher who was regarded as an
expert in the learning situation to help them. The data suggested that the students used
metacognition to help them deal with the speaking task (see 2.3.1.2.2.). They knew their
weaknesses in speaking (person knowledge) and they wanted to get the message across
correctly (task knowledge). Therefore, they tended to ask the listener/the author as she
could help them (strategy knowledge).
Table 5.9: Students' Use ofMetacognitive Strategies to Handle Writing Tasks
The writing tasks which were final tasks of each unit were regarded as the most
important tasks because the students had to demonstrate their understanding of the
concept and language patterns learned throughout the unit as well as using their existing
knowledge of language to complete them. The data was obtained from 59 students.
Types of Strategies Number of Students
Using the Strategies
Planning
1.1 read the instructions carefully before writing so that I was able to choose the 54
writing style suitable for the task.
2.1 made a rough draft in my mind before starting to write. 42
3.1 made an outline ofwhat to write first. 21
4.1 asked a teacher to check my outline before starting to write. 17
5.When planning how to write, I wrote down the ideas in Thai and then listed 17
vocabulary that I would use.
Monitoring
1.1 read aloud my writing when revising so that 1 knew if it sounded correct or
not.
2.When revising, I changed words that I used too frequently.
3.1 knew the sentences I constructed did not sound English but I didn't know
how to correct them.
Evaluating
1.1 wrote more than one draft before submitting the work. 15
2.1 checked how a word was used in an English dictionary so that I was able to 30
use the word correctly.
3.1 checked spelling when 1 finished writing. 11
4.1 checked grammatical mistakes when I finished writing. 24
5.1 checked organisation of the text at the end ofmy writing. 25
6.The grammatical aspects that I corrected were subject-verb agreement, tenses 11
and articles.





8.1 used a grammar reference book to check my grammatical construction. 6
9.1 did not revise my writing. 21
The data suggested that the students mainly planned how to do the task by
considering the nature of the task to choose the style to write (52 students), which
implied they might have to evaluate their knowledge of the task. The next most
preferred planning strategy was making a rough draft, which indicated their use of
strategy knowledge in order to plan how to finish the task (see 2.3.1.2.2.). Many
students (27) monitored their performance and they were able to detect their problems in
writing, i.e. their sentences were not idiomatic, but were not able to improve them. This
indicated that the students still needed the teacher to give feedback on their writing
tasks. Many students (24) reported that they revised the task, which suggested
evaluation and rewriting of the tasks. To evaluate the tasks, many students were
concerned about grammatical structures (24) and organisation of the text (25). Their
self-report also indicated their independence from the teacher by trying to use the
available resource to help them deal with the tasks as 30 students ticked the item 7
checked how a word was used in an English dictionary so that I was able to use the
word correctlyHowever, 21 students reported that they did not revise their writing.
The data from the checklist indicated how the students self-regulated their
learning by using metacognitive knowledge in planning and evaluating (see 2.3.1.2.2.).
The students' self-regulation is also related to their adopting the deep approach in
learning (to be discussed in 5.4., see 2.2.1.).
• Self-directed Behaviour: Students' Use of Planning Strategies
Another piece of data which was related to the effectiveness of the RLTP was the
improvement in the use of planning strategies which were emphasised in the RLTP by
having the students plan their own learning (see Table 3.1: Methodological Preparation).
In order to draw up the learning plans, the students had to evaluate their learning needs,
their time, their pressure from the other courses in order to set up a realistic goal. Then
they had to think about how to achieve their goal and how to assess whether the goal
was achieved. To revise their first learning plan, the students had to monitor their
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performance and evaluate whether it met the goal set or not. It can be said that this
activity dealt with using planning strategies in a broader situation i.e. the students' whole
learning. This activity also aimed at encouraging the students to set goals in their
learning. Carver (1984: 128) saw helping the students to generate their plans for
learning as encouraging students to become more self-directed (see 4.2.3.1.).
The data was obtained from 50 students who completed two learning plans by
comparing the quality of the two learning plans generated by the students. The learning
plans were evaluated by the author and the evaluator, who was invited to evaluate the
learning plans in order to increase the reliability of the comparison (see 4.3.2.).
The comparison of the students' learning plans 1 and 2 is shown in the graphs
below. The number of the students who scored in each category were converted into
percentages. The comparison was done by showing the three ranges of scores: 1-1.5, 2-
2.5 and 3 and the number of the students who scored in the first and the second learning
plans. The marks presented in the graphs were the finalised marks resulting from the
discussion between the author and the evaluator.
• Learning Objectives
The graph shows a little improvement in this category as the number of the
students who scored 3 was a little higher in the second plan. However, the number of
those who scored between 1-1.5 was also a little higher. This might come from the lack
of specificity in their learning objectives. After the students analysed their problems and
their plans, they tended to say that their problems were having no time to do the
activities. Therefore, they tended to state the objectives vaguely such as 'finding more





















Fig 5.1: Comparison of the Scores of Learning Objectives in Learning Plans 1&2
• Activities
The graph shows that the students did worse in the second learning plan.
Although there was an increase of 2% of the students who scored 3 in the second
learning plan, fewer students scored between 2-2.5 and more students scored between 1-
1.5. The main problem arose from the students' not stating all the activities relevant to
the learning objectives; the activities might not cover the learning objectives or be










Fig. 5.2: Comparison of the Scores of Activities in Learning Plans 1&2
• Materials
The graph shows that the students scored slowly in this category. The results
suggested that the students might not be able to state specific materials to be used with
the activities because of their inadequate knowledge of availability of materials. Perhaps
this category was not realistic to them because they had been provided with materials to
study. In the second learning plan, although some students successfully showed their
analysis of the problems they were encountering, they did not know the materials
available sufficiently well enough to choose them appropriately. Therefore, when they
were asked to revise their learning plans, they were able to design activities but were not
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able to specify the appropriate materials satisfactorily. They mentioned the materials
vaguely such as 'textbooks, materials in the SALL, a tape player and a book. '







Fig 5.3: Comparison of the Scores of Materials in Learning Plans 1&2
• Timescale
Although the graph shows a little improvement in the students' timing of the
second learning plan, it can be said that the majority of the students did not do well in
this area. The reason why the students scored low in this area was because many of
them did not state the time allocated for the activities. Those who stated the time tended







Fig 5.4: Comparison of the Scores of Time Allocated to Finish the Activities in Learning
Plans 1&2
• Evaluation Criteria
The graph shows that the students made a little improvement in this category.
On the whole the students performed satisfactorily in this category. They were able to








Fig 5.5:Comparison of the Scores ofEvaluation Criteria in Learning Plans 1&2
The comparison of the results of the two learning plans by using the Wilcoxon
Matched-Pairs Signed-Ranks Test also indicated that materials was the area that showed
a statistically significant difference.
Table 5.10: A Comparison between the Scores Given to Each Area in Learning
Plans 1&2
Areas N = 50
Z P
(<0.05)
1. Learning Objectives -.33 .74
2. Activities to Reach the Objectives -.12 .90
3. Materials Used to Do the Activities -2.70 .01*
4. Time Allocated for the Activities -.43 .67
5. Criteria to Evaluate if the Objectives were Achieved -.28 .78
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The results from the comparison between the students' first and second learning
plans suggested the problems arising from delivering the RLTP by having the students
plan their learning and make changes without any help from the teacher. When
designing this activity, the author speculated that the process of self-analysis would
enable the students to be aware of their constraints and to deal with them but the
findings from the comparison of the learning plans suggested the opposite outcome (to
be discussed more in 5.5.3.).
5.3.3. Students' Attributions for Success and Failure
The data in Table 5.5 indicated that there was an increase in the students'
attribution for success and failure to the three factors; namely, ability, task difficulty and
the teacher. With regard to the students' attributions for success and failure to the
teacher, the results indicated that a higher number of the students gave a lower rating in
the post questionnaire. This finding seemed to indicate that more students had apparent
teacher-dependent attitudes which developed after they had been through the RLTP.
The finding seemed to oppose to the hypothesis that the RLTP would lead to more
independence. Therefore, the author further investigated what factors might contribute
to the development of such attitudes by looking at the data from other instruments, i.e.
classroom observation and teacher diary. In addition, probing questions were used in the
interviews to find out if the change in the students' attribution for success and failure to
the teacher had any effect on their attitudes to learner autonomy, e.g. the students were
asked if they thought the teacher played an important role in their learning.
The data indicated that there were two factors that contributed to the students'
development of teacher-dependent attitudes.
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A. The Effect of the Teacher/Author's Personality and Her Relationship with the
Students
The students' answers in the interview suggested that they regarded the teacher as a
motivator to help them learn more. The typical answers were
'IfI don't like the teacher, I am not motivated to learn.'
7 think when the teacher has a good relationship with students, they want to study... they can ask
questions. The lesson is not boring like when we study with strict teachers.'
T think the teacher has a lot of effect on my success because if the teacher is active, we like the
subject more.'
One student thought that the teacher played an important role in his
achievement because he was not proficient at English.
7 think to learn English more and learn it better, I need somebody to guide me.'
The teacher was also regarded as a person that encouraged the students to
learn more.
7 thinkyou helped guide me. I can't do well when there is nobodypushing me to learn. '
Those answers indicated that the students needed the teacher to encourage them
in the learning process partly because they were not good at the subject they were
taking, i.e. English and because the teacher was a part of the learning environment that
might influence their learning, e.g. being active or bored while learning.
One factor that might affect the students' attitudes towards the teacher was the
way the teacher treated them. Therefore, the author asked the students if she spoon-fed
too much, i.e. whether she was proactive in offering help and too attentive to their
problems. Only four students said that sometimes the author offered too much help and
did not let them think. The rest of the group considered this behaviour as exemplifying
close attention from the author and they liked the way the author had rapport with them
especially when they compared this student-teacher relationship with other English
teachers they used to study with. For instance, one student said that
7 think I have more freedom to communicate with you because ofyour personality that creates a
relaxing atmosphere in class.'
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Another said that
'The wayyou treat us encourages us to come to consult you when we have problems. '
When asked about teacher's responsibilities, the students said that generally the
teacher played an important role in their learning process as a consultant and a person
who helped them to know their weaknesses in addition to giving knowledge. The
students did not think that the teacher had to help them all the time; some mentioned
letting the students work on their own as the teacher's responsibility. Since the
teacher/author was approachable, the students felt relaxed and enjoyed contacting her.
This manner of dependence was not regarded as a factor that prevented the development
of learner autonomy because the students still showed their positive attitudes towards
taking responsibility for their learning.
B. The Effect of Teaching
It was hypothesised that the teaching and learning process might to some extent
influence students' attitudes since the study was conducted in the classroom. As Rajecki
(1982: 4-6) states, an attitude arises from experience. Therefore, in order to find what
might contribute to teacher-dependent attitudes, the author looked at the data from the
classroom observation and the teacher diary which provided information about the
classroom atmosphere. The data from these two instruments were rather subjective;
therefore, the author validated them by using the data from these two sources to check
against each other. The findings suggested three weaknesses in the author's teaching.
1. Not providing enough resources. The observer pointed out that resources such as
dictionaries were not adequately provided. This might create teacher-dependent
attitudes because the students had to seek help from the author such as asking about
vocabulary or expressions they wanted to use because the tasks required them to produce
the language. Turning to the teacher was easier and took less time than looking up the
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words in the dictionary. An example of the extract from the observation sheet is as
follows:
'The teacher should provide some more dictionaries or other information for students to get the
information they lack by themselves. Otherwise, the students have to ask their teacher for information
such as expressions, vocabulary.'
The author also wrote in her diary that
'... The students were still dependent on me by asking questions when they didn 't understand the
words or instructions. When I asked them to look up the words in the dictionary, they said that they
preferred asking me. Next time, I'll provide more English-English dictionaries in class so that they will
learn to use the dictionary before askingfor helpfrom me... '
'...Since the tasks were open, the students could choose to write the safety rules of the sports they
were interested in. I thought the students were involved in the process ofdoing the task...yet they asked
me the vocabulary they wanted to write down. Although I provided an English-English dictionary and a
Thai-English dictionary, only 10% of the students used them... '
The author was aware of the students' dependence and tried to solve this problem
by allowing the students to go to the SALL to use the resource there as she noted in her
diary
'...when having the students complete the final task of Unit 2, I tried to combine a group work
task with freedom of getting help from available resource. So when the students had to find the
information ofhow each engine works, I asked them to go to the SALL to get more information when they
felt they didn't have enough information to complete the task. In this way, the students would be familiar
with the process offinding information by themselves... '
Later, the students seemed to be familiar with using the SALL as a resource as
seen from the author's writing in the diary about the students' behaviour when
completing the final task of Unit 4 that
'...four groups of students worked in the SALL. Every group consulted the dictionary. One
group found the books about camels and the desert and got some information from these books. Only one
group decided to work in class but they also used the dictionary I provided. I realised that once the
resources are enough, the students are able to work independently. Normally, when they have to do the
tasks in class, they ask me vocabulary because their vocabulary is limited but they want to communicate.
So the only source they can turn to is the teacher...'
2. Teaching techniques. Another piece of evidence found from the classroom
observation that might contribute to teacher-dependent attitudes was the author's
teaching technique, which focused more on explanation than elicitation. The observer
noted in the observation sheet when asked to give an overall comment of the class that:
217
'Teacher should elicit more from the students. It seems to me that the students needed some more
input or expressions and vocabulary needed to finish the task. The teacher tended to explain and let the
students work... '
The above extract is related to the lesson concerning the preparation for the final
task of the unit which should be done by elicitation because elicitation from the students
enables the teacher to know what the students know and what they lack. The data
indicated that in such a situation, all the information the students needed for the task
came from the author. This behaviour might reinforce the idea that 'teacher knows
best.' The same evidence was also found from the author's diary where she tended to
describe her teaching by using the following words:
"... I also told them the objectives ofhaving themfill in the learningplan... '
'...I taught listening techniques by telling them the importance of pronunciation and how it
affects listening comprehension... '
' ...I thought I didn't explain the worksheet clearly. So theyfilled out the worksheet vaguely... '
"... then I teach expressions that they want to use when they debate... '
These terms suggested that the author focused on herself as a person who gave
all the information in the learning process. Some activities such as giving the objectives
of the exercise or teaching expressions could also be done by asking the students to
brainstorm in order to reach the answer. This might limit the students' choice and
freedom to decide about their learning as revealed by the research by Watson Todd
(1996 see 3.2.2.).
3. Not giving enough preparation for the task. The comments on the lack of
elicitation from the observer also indicated another problem, i.e. not enough preparation
being given in terms of language and content to the students before having them do the
task which was meant to enhance the students' freedom to learn and their independence
from the teacher. When they turned to the teacher and got help easily, they tended to
depend more on the teacher.
The data concerning classroom atmosphere suggested that in order to give
freedom to learn and facilitate students' independence from the teacher, it was important
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to provide enough resources while the students were doing the task and preparation
before letting the students do the task so that the students were competent to work on
their own. The students always think that the teacher knows more than them and of
course it is true that she is a language expert in that situation. However, the teacher
should emphasise that there are many ways the students can show independence as she
does not want to enhance the students' dependence on her.
5.4. Students' Approaches to Learning
The author thought that it would be beneficial to find out how the students
perceived and reacted to the learning environment they encountered having seen from
the data obtained from the fieldwork that the students developed apparently teacher-
dependent attitudes. Therefore, she used the Approaches and Study Skills Inventory for
Students (ASSIST) to measure the students' approaches to learning, which might reflect
the students' perception of and reaction to the teaching/learning environment of LNG
101. The study by Ramsden and Entwistle on effects of academic departments on
students' approaches to studying indicated that good teaching and freedom in learning
promoted the students' adoption of the deep approach to learning (Ramsden and
Entwistle, 1981).
ASSIST was applied one year after the RLTP was completed (see 4.2.3.2.1.). It
was applied to a) those second year Engineering students who had done the RLTP with
the author in the previous year hereafter referred to as the subjects, b) first year
Engineering students doing LNG 101 with the OLTP. The author wanted to find out
whether their approaches to learning LNG 101 was different. The original subjects who
were now studying in the second year in the Tools and Materials Engineering
Department and the Mechanical Engineering Department (50 students) and the
representatives of the first year Engineering students from six departments (243
students) were asked to complete ASSIST.
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Although the inventory was used with Thai students who came from a different
culture, the factor analysis showed that the patterns of the main factors were similar to
the previous analysis, the most recent analysis was the study conducted by Tait et al.
(1997). Factor 1 represented the deep approach, factor 2 the surface apathetic approach
and factor 3 the strategic approach (see Appendix C). Cronbach's alpha value of the
main factors were relatively high (deep approach = .75, surface apathetic approach = .69,
strategic approach = .82). The Mann-Whitney U Test was used to compare the subjects
and the first year students. The results indicated significant overall difference between
the two groups on the deep approach (Z (291) = -2.35, p<.05). The table below shows the
medians, 25th and 75th percentile scores of the subjects and the first year students on the
deep approach; the median percentile scores of the subjects were higher than those of the
first year students.
Table 5.11: A Comparison of the Median, 25th and 75th Percentile Scores between
the Subjects and the First Year Students on the Deep Approach
Percentile Deep Approach




Since the data indicated that the subjects used the deep approach in studying
LNG 101 more than the first year students, the author further compared the sub-scales of
the deep approach in order to see the areas that indicated the significant difference of the
two groups by using the Mann Whitney U Test. The results indicated a significant
difference of the two groups on interest in ideas (Z (291) = -1.96, P<.05) and seeking
meaning (Z (291)= - 2.15, P<.05). The median percentile scores of the subjects were
higher than the first year students in both areas as shown on the table below.
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Table 5.12: A Comparison of the Median, 25th and 75th Percentile Scores of the
Subjects and the First Year Students on the Sub-scales of the Deep Approach
Percentile Interest in Ideas
Subjects 1st year students
Seeking Meaning
Subjects 1st year students
25 13 12 14 12
50 15 14 16 15
75 16 16 17 16
The fact that the subjects adopted a deep approach to learning more than the first
year students when studying the same course which had the same requirements might
suggest the difference in an learning environment while they were studying LNG 101,
i.e. the subjects were exposed to the environment that encouraged more autonomy. The
data that might be able to support the data from ASSIST was that obtained from the
student interviews about the atmosphere of LNG 101 which revealed the subjects'
perception of freedom in learning provided by the author.
• Students' Perception of Their Freedom to Learn
The data was obtained from the student interviews conducted at Stage 1 of the
follow-up study. The subjects were asked to compare the atmosphere of LNG 101 with
that of the English class they were taking in the second semester because the comparison
between courses of the same discipline would be able to indicate whether the subjects
really perceived freedom to learn provided by the author when they took LNG 101. The
data not only indicated the subjects' perception of freedom to learn, it also suggested the
factors that might create such a perception. The subjects mentioned making decisions in
learning, working in groups, working on their own and sharing opinions in class as
freedom in learning. They thought that such aspects came from the teacher as well as
the nature of the course.
Table 5.13: Students' Perception of Their Freedom to Learn
Category Quotations Number of
Responses
LNG lOlproviding more
freedom in learning; more
opportunity for the students
'In LNG 104, we hardly have the chance to discuss and
make decisions in learning... no choices. I like to study




-make decisions in learning
-work on their own
-do group work tasks
-share opinions
7 think the atmosphere of the two courses is different.
I'm bored of studying LNG 102 ...no freedom. We have
to follow the patterns provided by the teacher ...this
limits ourfreedom. There is no choice in learning.'
Both courses providing the
same amount of freedom
which came from
-the teacher
-the nature of the course
'The atmosphere of LNG 102 is similar to LNG 101
because the teacher also gives us freedom to learn. I
think it's because of the teacher who gives us the chance
to express our opinions.'
'Both LNG 101 and LNG 104 have the same
atmosphere; the teacher gives us choices. I like the way
the teachers give us choices which are neither narrow
nor too broad. But I like LNG 101 better because the
teacher was more relaxed.'
15
Freedom to learn coming
from working independently
with the SRA kit (no
comparison between the two
courses)
'Both LNG 101 and LNG 104 give the same amount of
opportunity for us to work in groups. Although we have
freedom when working with the SRA kit, we have to
finish the tasks as required by the course.'
2
Not related to freedom to





-nature of the tasks
-how they engaging in the
tasks
-mixed group
'The atmosphere of the two courses is different because
the teaching and learning process of the two courses is
different. In LNG 101, the teacher led the class but in
LNG 104 we worked independently with the SRA kit.'
'The atmosphere of LNG 104 is different from LNG 101
because I was closer to the LNG 101 teacher. I'm not
close to my classmates in LNG 104 because they are
from different department.'
14
Assessment was another aspect that might affect the students' approach to
learning (Ramsden, 1985). The interviews with the teachers who taught LNG 101 at the
same time as the author indicated the difference between the assessment process used by
the other teachers and that used by the author (see Table 3.1: Psychological Preparation).
There was not much evidence about the subjects' perception of the assessment process
the author used in LNG 101 because the author did not probe this matter in the
interviews; she asked the subjects to describe generally their perception of freedom in
learning. However, there was one subject who referred to the assessment process that 7
know that whatever I wrote down would be correct. ' This statement might indicate how
he felt about the flexibility of the assessment process the author used.
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5.5. Effect of the RLTP
This section is the discussion of the effect of the RLTP by focusing on the data
presented in the previous sections. The effect of the RLTP is seen in the five areas that
indicated a change and/or improvement at the end of the RLTP: 1) motivation to learn
English, 2) attitudes and confidence, 3) self-directed behaviour and the use of
metacognitive strategies, 4) attributions for success and failure and 5) approaches to
learning. The discussion of the data on the effect of the RLTP will be conducted by
looking at the implications of the data with reference to theory.
5.5.1. Motivation to Learn English
The data from the pre/post questionnaires and the student interviews indicates
that the students were more motivated to learn English. The data also indicates the
students' thinking about the provision of freedom in learning, the opportunity for
making decisions in learning, doing group work tasks, working and thinking on their
own as the factors that enhanced their motivation to learn. This finding supports Deci
and Ryan's ideas about providing an atmosphere to encourage self-determination in
order to enhance intrinsic motivation to learn, which is one of the key factors for
successful learning (1985 see 2.3.1.1.1.). However, it should be noted that the teacher
also played a role in enhancing the students' motivation to learn. The students perceived
that the self-determining learning environment where they were able to exercise their
autonomy to a certain extent came from the teacher and the nature of the course (see
Table 5.13). The author's rapport with the students and her attempt to involve the
students in the learning process enhanced the students' motivation to learn English.
With regard to the nature of the course, it should be noted that the nature of LNG 101
allowed the author to adapt the tasks so that the students were able to exercise their
autonomy to some extent. Although in each unit the author had to cover all the content
as it was requisite for the final task, she was able to change the final task to give more
choices to the students. Since the nature of the task in LNG 101 was not fixed, the
author was able to allow the students to freely communicate and she tried to correct their
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English by focusing on what they wrote, not by following what it was said in the answer
keys; the author focused on fluency rather than accuracy.
The data also indicated a change in the students' extrinsic motivation to learn
English with regard to their long-term goals. This finding supports Dornyei's argument
about the greater influence of instrumental motivation to learn L2 especially in young
adult learners (Dornyei, 1994b: 520). In this study extrinsic motivation was investigated
with regard to the students' instrumental use of English such as getting a good job,
travelling abroad and so on. The data indicated that the students might realise that they
were studying at a higher level and were supposed to take more responsibility for their
own learning (see p.200: Students' Prior Attitudes to Independent Learning). This
realisation might affect their extrinsic motivation to learn English because their long-
term goals such as getting a good job were more real to them.
The increase in the students' motivation to learn English resulted in their positive
learning behaviour such as their use of the SALL and their active participation in the
learning process.
5.5.2. Attitudes and Confidence
The findings in 5.3.1. indicated that the hands-on experience in the use of the
SALL played a part in enabling the students to have positive attitudes towards an
independent learning mode and to be confident to undertake self-study in the SALL
voluntarily. However, the careful preparation of the students to undertake self-study in
the SALL also played a part in the success of the provision of this hands-on experience.
When designing the RLTP, the author tried to solve the problem of how to integrate the
use of the SALL into the normal course more than using it as a resource to do the project
only. The data suggests that expanding the preparation of the students to use the SALL
by giving them an opportunity to carry out self-study there encouraged the students to
use the SALL voluntarily but it was necessary that the students knew the objectives of
the self-study activity. However, there were other factors that contributed to the
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students' use of the SALL such as their positive attitudes towards independent learning
and their motivation to learn English.
The knowledge of the area in which they undertook independent learning played
an important role in their confidence with regard to the students' confidence to learn by
themselves. The teacher is still an important person to give feedback and guidance in
the learning process because the students had to acquire the correct knowledge and/or
learning strategies in order to learn them and to use them in other situations. In the
process of learning, the students should be provided with the chance to work on their
own as well as to be taught by the teacher; they would feel insecure to be left learning
without any help from the teacher because part of the learning is acquisition of the
correct knowledge.
The data suggests that the RLTP played only a part in encouraging certain
learning behaviour to happen; it might be able to change the students' belief about their
ability to undertake self-study. However, the decisions to undertake self-study depended
on other factors as discussed above.
5.5.3. Self-directed Behaviour and the Use ofMetacognitive Strategies
The data indicates that the students were more self-directed and used
metacognitive strategies more frequently at the end of the RLTP. While studying LNG
101, the emphasis on the students' awareness of their use ofmetacognitive strategies by
having the students report their use of metacognitive strategies revealed how they used
metacognition to handle the English tasks. The data indicates that while self-regulating
their learning, the students tended to plan how to do the tasks. They monitored their
performance in order to detect the difficulties but they were able to change only
grammatical structures and spelling; they still had problems with idiomatic expressions.
The data suggests that the students used person knowledge, task knowledge and strategy
knowledge while dealing with the task. Helping them to be aware of metacognitive
strategies might help them to think about their learning process more explicitly.
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However, because of the time constraints the author did not get to the stage of helping
the students to improve their learning strategies after they had analysed their strategies
and had become aware of how they used the strategies.
The data from the learning plans suggested the problems of delivering the RLTP.
Because the author wanted to emphasise goal-setting so that the students would be more
self-directed in their learning as they had to think about the learning objectives and try to
achieve the objectives on their own, she handled this task by having the students do
everything by themselves. When the students were not able to achieve the learning
goals in the first learning plan, she let them analyse the problems themselves and then
draw up the next learning plan, which was more realistic for them. The data from the
comparison between the two learning plans indicated that the teacher might have to get
involved in the process of planning if she wants the students to learn how to make a
good plan. There was some indication that the students had inadequate knowledge about
certain areas, which affected the overall quality of their plan such as materials for the
activities to achieve their objectives or how to plan the time more specifically. When
the students formulated their learning plans, the author did not get involved in their
decisions; she let them do it on their own. The experience from formulating their own
learning plan and analysing the problems in order to revise their learning plan to be a
more feasible one might have enabled the students to be aware of the importance of
planning but did not help the students to know how to make a good plan.
5.5.4. Attributions for Success and Failure
According to attribution theory, a person's attributions for his/her success and
failure influence his/her expectations for future success and his/her motivation (see
Chapter 2, pp. 64-65). At the end of the RLTP, the data indicated the change in the
students' attributions for success and failure to their ability, task difficulty and the
teacher. The students' attributions for success and failure to their ability and task
difficulty might indicate their perception of the change in English tasks which required
them to use productive skills, i.e. writing more than when they studied in secondary
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school. The tasks in LNG 101 were open where the students were able to write anything
within a broad scope and they were able to choose the topic they were interested in (see
Table 3.1.: Psychological Preparation). This aspect might make the students more aware
of their proficiency as well as the difficulty of the tasks. According to attribution theory,
the students would be motivated to do the tasks in the future if they attributed their
success in doing the task to their ability and their coping with the task. However, the
data did not indicate whether the students attributed the positive outcome to their ability
and task difficulty; it only suggested that they thought that their ability and the task
difficulty had an effect on their success and failure.
With reference to the students' attribution for success and failure to the teacher,
the data from the interviews indicated that the students valued the teacher's rapport with
them and her personality when they expressed their attitudes towards the teacher.
Generally, they needed the teacher only to give suggestions and feedback in addition to
giving knowledge. Therefore, it was possible that the change in the students' attitude
towards their attribution for success and failure to the teacher might have come from the
change in the traditional teacher-student relationship which made the students feel closer
to the teacher and feel easy about consulting the teacher when they had problems in
learning.
In Thai society, teachers are regarded as important in the teaching/learning
situation. One of the factors that characterise the relationship between teacher and
learner is the teaching/learning process which had its origin in the temple, where the
monks were the first teachers transmitting knowledge. The monk was highly respected
and revered by the lay community (Simon, 1990: 1-2). This helps to explain why
teachers in Thailand are well-respected members of the community. That is why the
terms khru and acharn in the Thai language which are used to address the teacher mean
'he who teaches disciplines.' (Rachabanditsthan, 1982: 171). It can be said that the roles
of both teacher/monk and learner/layman were to a large extent determined by their
social status; the teacher/monk possesses knowledge and the learner/layman receives his
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teaching. In other words, the teacher is the giver of the knowledge whereas the learner
is the receiver of that knowledge. In a traditional classroom context, the students have to
pay respect to teachers and they are afraid to ask any questions because of the distant
relationship between teachers and students as well as the unequal status between the two
parties.
The results from the interviews indicate that such attitudes still exist. One of the
able and attentive students mentioned this attitude during the interview, saying 7 think
my English is better. When I studied in high school, I dared not ask the teachers
questions. ' The interviews also indicated that the students felt more relaxed in the
atmosphere where the author lessened the distance through having more rapport with
them. They described this relationship as 'warmer and freer' and tended to have more
contact with the author. This relationship seemed to be necessary for the students who
were going through the process of developing learner autonomy as suggested by
Cotterall (1995: 220-226) that the use of dialogue between teacher and students helped
to provide psychological preparation to foster autonomy. Establishing a personal
relationship between teacher and learner was one of the purposes she aimed at (see
Chapter 2: Psychological Preparation in Practice). Not only dialogue but also support
from the teacher through encouragement and feedback is regarded as important for
fostering autonomy (Cotterall and Crabbe, 1992: 17). It can be inferred from the data
from the student interviews that the students might have perceived the support the author
gave to them.
5.5.5. Approaches to Learning
It is desirable to encourage the students to adopt a deep approach to learning
because it indicates that the students try to seek meaning while learning and they are
actively interested in the course content by trying to understand the ideas for themselves,
which enables the students to learn better. It has been found that the learning context the
students are encountering and the content of the task play a role in the students'
approaches to learning (Entwistle, 2000, Biggs, 1999). The findings in this study also
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support the idea of the effect of the learning context on the students' approaches in
learning. The data indicated that the subjects adopted a deep approach to learning more
than the first year students when studying the same course. This finding together with
the data from the student interviews indicated that the author provided the learning
environment which encouraged freedom in learning when she delivered the RLTP.
Learner autonomy which the author tried to encourage in LNG 101 might have affected
the subjects' approaches to learning as it also constituted the learning context.
In addition to freedom in learning which was provided by giving choices,
allowing them to make decisions in learning and sharing their opinions, and having them
work in groups, it was speculated that the nature of the tasks, how the tasks were
delivered and the assessment process might also contribute to creating the learning
context although there was no evidence of the subjects' perception of these matters. In
LNG 101, the learning process and the tasks required the students to apply their existing
knowledge of language together with the new language patterns which they learned in
the unit to complete the tasks. In other words, the learning process required the students
to acquire language patterns as well as to demonstrate their understanding of the
language to complete the tasks. Both the subjects and the first year students encountered
the tasks of the same nature. Although there was not much evidence of the subjects'
perceptions of how the tasks were delivered and how the assessment was handled (see
5.4.), the data from the interviews with teachers who taught LNG 101 at the same time
as the author suggested the difference in the process of handling these two aspects. With
reference to how the tasks were handled, the data from the teacher interviews indicated
that the way the choices were given and the involvement of the students in the decision¬
making process were different (see Table 3.1: Psychological Preparation). The choices
the author gave to the subjects were wider and she tried to be involved less in the
decision-making process while doing the project.
Regarding assessment of the tasks, the author focused on fluency rather than
accuracy, i.e. she focused on how well the students communicated instead of comparing
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the students' tasks with the teacher's version. In addition, she involved the subjects in
deciding on the assessment criteria as well as involving them in self- and peer-
assessment.
5.6. Transfer to Other Learning Contexts
The author wanted to discover how far the students transferred what they had
learned from the RLTP to other learning contexts, i.e. another English course and their
engineering studies. This transfer indicated the effect of the RLTP.
5.6.1. The Effect of the RLTP in the English Language Learning Context
In the following semester after the RLTP was completed, the students had to take
one of the three elective English language courses, i.e. Basic Study Skills,
Communicative Writing in EST and Basic Reading in EST. Since these three courses
were different in various ways, it was possible that the choice of the course affected the
degree to which the students could demonstrate their autonomy and/or self-directedness.
As mentioned in 1.1.5. the Department of Languages has tried to include elements of
learner training in every English course, and so the learner training elements may be
seen in these three elective courses but the degree and the manner of the learner training
are different in each course (see 4.2.3.3.1.).
The investigation into whether the subjects still used what they had learned in the
RLTP was conducted by interviewing the subjects and the English teachers of the
courses they were taking by looking at their self-directed behaviour such as how they
dealt with the problems, how they used metacognitive strategies as reported by both the
subjects and the teachers and their use of the SALL. The teacher interviews were based
on their comparison between the subjects' behaviour and the other students' behaviour
in the same class. It would have been better if the author had obtained the same kind of
data from other students who were studying in the same class as the subjects but had not
been through the RLTP. Then she would know whether the subjects really performed
differently from the other students and whether the subjects performed better because
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they had been through the RLTP. The author did not include this aspect in the research
design because there were many variables, in addition to not being exposed to the RLTP,
that might affect the other students' behaviour, e.g. their prior educational experience
and their motivation to learn. Therefore, it might be difficult to explain the factors
contributing to the other students' behaviour.
• Self-directed Behaviour
The data on self-directed behaviour was obtained in Stage 1 of the follow-up
study by interviewing the teachers who taught LNG 102, LNG 103 and LNG 104 and
the subjects who took these elective courses. The data indicated that the nature of the
courses had an effect on the subjects' demonstration of their self-directedness. With
regard to the subjects' awareness of learning objectives, only the LNG 102 teacher was
able to give this information as the course emphasised this aspect.
7 ask the students to think about learning objectives both before and after the tasks. I can tell
that about 70% of the subjects are able to state learning objectives but some ofthem do not speak out.'
Regarding the subjects' dependence on the teacher while learning, the teachers
reported the areas they tended to ask for help from the teachers. The answers from those
teachers suggested that the subjects were not too dependent, i.e. the subjects asked
questions only when they did not understand what they were doing. The teachers
seemed to think that the subjects were independent in their learning especially when they
engaged in a self-study activity such as the SRA.
'The students do not ask me the meaning of vocabulary much. They tend to check with me
whether they are going on the right track.' (LNG 102 teacher)
'When doing self-correction ofjournal writing, the students tend to ask for reassurance from me.
They ask questions when they do not understand.' (LNG 103 teacher)
'They ask me to check their understanding of the tasks and some vocabulary... I think the subjects
are quite independent when they do the SRA. They hardly ask me for reassurance.' (LNG 104 teacher)
'They ask about the meaning ofvocabulary ...1 think the subjects are quite independent when they
do the SRA...they are attentive when doing the SRA because the criteria are clearly explained.' (LNG 104
teacher)
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The author was also interested in whether the subjects were able to do self-
analysis in the exercises that dealt with language awareness because the author had
involved the subjects in those activities while taking LNG 101. It was hoped that
teaching the subjects to analyse grammatical mistakes and discussing the possibilities of
correcting them would help the subjects to be more self-directed because they would
become more able to analyse their own language problems. The elective course teachers
reported on the subjects' ability to do self-analysis as follows:
7 think the TME students can do self-analysis because when I ask them to correct the mistakes of
the sentences I write on the board, they can do it with little guidance from me.' (LNG 102 teacher)
'Talking about the ability to do self-analysis, some students can correct their work. ' (LNG 103
teacher)
'The students need some guidance from me when they do the self-analysis exercises.' (LNG 104
teacher)
7 think the subjects are able to do self-analysis with some guidance from me.' (LNG 104 teacher)
The answers of the teachers indicated that they considered the subjects relatively
independent in the learning process. What the subjects needed from the teachers was
only reassurance about whether what they were doing was correct or not. However, the
data from the teacher interviews which came from their observation and comparison
between the subjects' behaviour and the other students' behaviour in the same class did
not indicate a clear distinction between the subjects' behaviour and the other students'
behaviour. Although the data did indicate that the subjects were to some extent self-
directed and independent, it did not indicate that the subjects outperformed the other
students in the same class.
The data from the student interviews revealed two aspects of self-directedness;
how the subjects solved problems in learning and how they used metacognitive
strategies in the English class.
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Table 5.14: Students' Solving Problems in the English Language Learning Context
The data in the table below gave information of how the students solve problems
arising when they learned English.
Category Quotations Number of
Responses
Analysing the problems in
order to find the cause of
problems
7 solve the problem by startingfrom myselffirst. I try to
find out what the problem is.'
8
Working more on the areas
they had problems with
(indirectly indicating the
analysis of the problems
before solving them)
7 try to improve my weaknesses. For example, ifI have
problems with vocabulary, I'll check its meaning in the
dictionary, jot it down and memorise it.'
5
Vague answers but
indicating that they students
tried to solve their problems
7 solve the problem by practising English more.'
7 tiy to improve my weaknesses by working harder such
as readingmore.'
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Responsible for solving the
problems by seeking help
from other people
7 try to improve my weaknesses by consultingfriends.' 2
Responsible for solving the
problems on their own but
was not successful
7 used to think about improving my weaknesses but it was
not successful. I did that by trying to find the answers
myselfbefore asking other people.'
1
Wanting to improve the
weaknesses but too lazy to
accomplish it
7 tried to improve my weaknesses but it didn't work
because I was lazy and bored of it ifthere was nobody
encouraging me.'
2
Not interested in solving the
problems in learning
English
7 won't improve my weaknesses because Fm lazy... no
time.'
2
Not mentioning how to solve
the problems
9
Not all the students mentioned how they solved the problems or improved their
weaknesses in studying English. Those who described how they solved the problems
mentioned analysing the cause of the problems and working more on the areas they had
problems with. Some students mentioned asking help from friends or a teacher after
they had become aware of their problems. Many students tended to think that their
problems arose from not working hard enough. Therefore, they stated rather vaguely
about improving their weaknesses; for example, they mentioned doing more exercises or
reading more. In addition to showing their responsibility for their problems, the
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students' answers also reflected their motivation to learn English because a few students
mentioned that they tried to improve their weaknesses but they were not successful
because of their laziness. A few students mentioned that they were not interested in
improving their weaknesses.
Table 5.15: Students' Use of Metacognitive Strategies While Taking Another
English Course
Using metacognitive strategies in the learning process could indicate the
students' self-directedness. The data presented in the table below was obtained from the
student interviews.




-requirement of the course
-nature of the course allowing
them to use the strategies
-pressure from too much
work
-nature of the task such as a
group work task
-the strategies being a part of
the normal process in
learning
7 use metacognitive strategies when I have a lot of tasks
and homework. If I don't use them, I will not be
organised. These strategies help me finish the tasks and
the homework more quickly.'
'1 use metacognitive strategies with some tasks. It's not






-not in favour of the courses
they were taking
-the task being simple
-not knowing how to use them
7 don't use metacognitive strategies because I don't
know how to. When we took LNG 101, the teacher gave
us the worksheets as a guideline for us to use
metacognitive strategies.'
7 don't use the strategies because the tasks we are doing
are not complex.'
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Fewer students reported that they used metacognitive strategies in the English
course which they were taking as was illustrated from their answers which indicated
their attitudes towards the use of these strategies. Some of the students might have
thought that employing metacognitive strategies was time-consuming because they
mentioned laziness and no time as their reasons not to use them. Moreover, Not in
favour of the course was the reason that suggested that some of the students thought that
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they had to either make an effort or spend time when using metacognitive strategies.
However, some students showed that they used metacognition to analyse the tasks and
because the tasks were too simple to use metacognitive strategies, they correspondingly
did not use them. This reason also suggested that these students thought that
metacognitive strategies would be used only when the task was complex. For those
students who said that they did not know how to use metacognitive strategies, their
answer indicated that they did not perceive methodological preparation provided by the
author.
For those who reported their use of metacognitive strategies while learning
English, their answers also indicated their attitudes towards these strategies, i.e. the
strategies were useful to handle complex and important tasks and that using
metacognitive strategies might take time and effort. Some students revealed their use of
task knowledge and strategy knowledge to evaluate the task before making decisions on
whether they should plan to do the task or not. For those who mentioned the
requirements of the course as a reason for using metacognitive strategies, it indicated
that the learning context played a role in encouraging the students to be self-directed in
the learning process.
Although the use of metacognitive strategies was one of the indicators of the
students' self-directedness in their learning and there was a higher number of the
students reporting that they did not use metacognitive strategies while taking English
courses, the reasons for using or not using the strategies indicated that the learning
environment played a role in their self-directedness. The tasks and the students'
attitudes towards the course might encourage the students to use these strategies. For
those who used metacognition to evaluate the suitability of the tasks, this indicated their
self-directedness in learning in that they did not wait for the teacher to tell them what
strategies they should employ to complete the tasks.
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The subjects' use of metacognitive strategies to handle English tasks was also
revealed in the teacher interviews. The teachers who taught LNG 102, LNG 103 and
LNG 104 were asked about the subjects' use of metacognitive strategies especially that
of planning when they did tasks. The author focussed on planning only because it was
easy to observe; while planning the students might ask the teacher to check the
objectives of the task and while the teachers walked around to check if the students
started to do the tasks, they were able to see the students discussing how to do the task.
It was too demanding to ask these teachers to detect whether the subjects monitored and
evaluated the tasks; those teachers had to pay close attention to the subjects while they
were doing the tasks. This process required a lot of attention and it might interrupt their
teaching because generally a teacher has to pay attention to every student in class. The
findings suggested that the subjects used planning when they did the group work tasks
because the group work tasks required the delegation of jobs to each group member so
that the tasks could be completed in time. In other words, the nature of the task played a
part in the subjects' use of planning strategies.
7 think the nature of the course requires them to plan before doing exercises. The students
normally plan by deciding who will be responsible for whichpart.' (LNG 102 teacher)
'No, I think the nature ofthe tasks does not need anyplanning.' (LNG 103 teacher)
7 think they make plans among the group members such as trying to do the task by themselves
first and then discussing later.' (LNG 104 teacher)
'They do planning by helping each otherfinish it.' (LNG 104 teacher)
In addition to planning, the data from the LNG 102 record sheet revealed how
the subjects monitored and evaluated their performance (see 4.2.3.3.1.). In the record
sheet, the students had to record in English information about the number, the date and
the types of activities, i.e. listening, speaking, reading and writing, they engaged in.
They were asked to write down their comments on the activities they did (see Appendix
B). Although the teacher allowed them to write anything they wanted to as their
comments, most of the subjects tended to talk about the difficulty of doing the activity
and how well they did it in addition to describing what the activity was about. Their
answers indicated that they employed monitoring and evaluating while doing the
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activities. There were 12 TME students taking LNG 102 but the data came from 10
students because this activity was not compulsory; two students did not fill in the record
sheet.
The author did a content analysis to indicate if the subjects monitored and
evaluated their performance. The words which suggested that the subjects encountered
or knew about the difficulties such as 'it's difficult, I don't understand' indicated their
monitoring of their performance. Examples of the words that indicated their evaluation
were those that suggested that the subjects were talking about their ability to handle the
task such as 'can, better, can't do it well.' The typical answers are as follows.
7 listen aboutfundamental concept. There is something I don't understand.'
'1 read Student Weekly Educational News. There are many new words which I don't know their
meaning. So I have to read it twice and use the dictionary.'
'1 make note about the reasons why diamond is expensive. My note is too long and the grammar
is not correct.'
• Students' Use of the SALL
The data was obtained from student interviews in Stage 1 of the follow-up study.
While going through the RLTP, the data indicated that more ME students than TME
students used the SALL voluntarily. The author wanted to see whether the students still
used the SALL when they were taking another English course and for what purposes.
Because the requirement of the course to use the SALL was different, this factor might
have had an effect on encouraging the students to use the SALL voluntarily. Since the
data obtained during the fieldwork indicated difference in the ME and TME students'
use of the SALL (see 5.3.1.), the author will present separately the data on how the TME
students and the ME students used of the SALL while taking the elective courses.
Table 5.16: The TME Students' Use of the SALL
The TME students took LNG 102 and/or LNG 104 in the second semester. LNG
102 required the students to use the SALL through the project; the students had to go to
the SALL to look at the old projects and to find information to do their projects. Those
taking LNG 104 had to do the SRA in the SALL. The data indicated that the
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requirements of the courses helped to encourage the students to use the SALL
voluntarily, i.e. encouraging the students to be self-directed learners.
Category Quotations Number of
Responses
Using the SALL because of
the requirement from the
course the students were
taking
7 go to the SALL sometimes to do the project. If I don't
have to do the project, I won't go to the SALL'
12
The course requiring the
students to use the SALL,
which encouraged them to use
it voluntarily
7 go there to do the project. Sometimes I go there to
read magazines or play games.'
10
Table 5.17: The ME Students' Use of the SALL
The ME students took LNG 103 and/or LNG 104. In LNG 103, there was no
requirement for the students to use the SALL but the students were encouraged to use
the grammar section to practise in the area they were weak at. Those taking LNG 104
had to do the SRA. Most of the ME students took LNG 103; therefore, they were not
required to use the SALL. However, the interview data indicated that some subjects still
used the SALL both for learning and for recreational purposes.
Category Quotations Number of
Responses
Using the SALL because of
the requirement from the
courses they were taking
'I go to the SALL twice a week to work with the SRA. IfI
don't have to do the SRA, I won 7 go there because I
don 7 have free time.'
4
The courses requiring the
students to use the SALL
which encouraged them to use
it voluntarily in their free
time
7 like to go to the SALL because I have freedom to work.
I go there to work with the SRA. I also go there to read
books and magazines I'm interested in.'
6
Students using the SALL to
support their learning as
recommended but not
required by the teachers
(voluntarily using it for learning
purposes)
7 use the writing corner in the SALL to improve my
writing but not very often because I don 7 have much free
time.'
4
Voluntarily using the SALL
for recreation
7 don 7 go to the SALL very often this semester because I
don 7 have much free time. When I go there, I either
read or listen to music.'
6
Not using the SALL
-no time
-teacher not taking them
there
-no guidance from the teacher
-don't know what to do there




There were 10 students reported that they still used the SALL voluntarily for
educational purposes. For the six students who used the SALL for recreational
purposes, they did not come to use the SALL very often because they had no time. The
findings indicated that the teaching/learning process played a role in encouraging the
students to use the SALL, e.g. the requirements of the course, encouragement from the
teacher, guidance from the teacher on how to use the SALL. Students' motivation and
workload also played a role in their use of the SALL.
The findings concerning the students' self-directedness seem to suggest that both
the learning environment, e.g. the tasks, the requirements of the course, encouragement
from the teacher and the affective factors, e.g. the students' motivation and their favour
of the course played a role in the demonstration of their self-directedness in the learning
process.
5.6.2. The Effect of the RLTP on Students' Engineering Studies
The investigation of the effect of the RLTP in the engineering studies was carried
out by interviewing the students about their perception of what they had learned in the
RLTP and whether they were able to apply what they had learned from the RLTP in
their engineering studies. The interview was conducted one year after the end of the
RLTP. The data came from 48 students or 81% of the original subjects; four had
dropped out of the university, and eight students did not show up.
The data indicated that the students perceived what they had learned in the RLTP
in two respects: that related to English language learning and that related to learning
such as learning how to plan, learning to do self-development, learning to think on their
own and so on.
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Table 5.18: Students' Perception of the RLTP




because they had the chance
to
-do the task on their own
-make real use of English
-the teacher
-learning how to use
metacognitive strategies
7 had good attitudes to learning English. I was able to
use real English. The learning plan the teacher asked us
to do was more serious and more realistic because we
had to do what we hadplanned.'
'1 liked learning English better because the teacher was
approachable so I'm not afraid to ask her questions. My
English was better.'
7
Gaining more knowledge of
English which made the
students more confident to
use English and knowing how
to work systematically
T had more knowledge of English. I also learned to
think systematically and solve problems I had when I did
the tasks.'
7 knew English more. I was able to use this knowledge
to read texts. The teacher also taught us how to plan.'
10
Encouraging the students to
do self-study and think on
their own
'The teacher encouraged us to think on our own and to
do self-study. '
4
Learning how to plan 7 learned how to plan when doing the task. / hadn 7
done any planning at all when I studied in secondary
school. When studying LNG 101, I knew how to learn
more systematically. I was able to think on my own.'
16
Learning how to work in
groups
7 learned how to do group work, helping each other
solve the problem. The teacher also emphasised
planning and objectives in learning.'
6
Learning to develop self 7 learned how to develop myself because the teacher did
not emphasis classroom learning. She always asked us
what we did in order to improve English in addition to
studying on class. She encouraged us to do self-study. I





7 knew that learning meant working with friends. I liked
learning this way. I paid more attention in class and I
enjoyed learning more. '
1
Learning the content 7 learned the content which was related to the area I'm
studying now. Teaching planning was not obvious.'
1
The data suggested that the majority of the students perceived aspects related to
learning, especially planning, which was one of the metacognitive strategies, as what
they had learned from the RLTP. This evidence might support the data indicating that
the students were more conscious about using planning than monitoring and evaluating
when they talked about their use of metacognitive strategies in learning English (see
Table 5.15). When asked if they were able to apply what they had learned from the
RLTP in their engineering studies, many students referred to what they had learned from
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methodological preparation especially planning (see 3.3.3.) and they stated that the
pressure in university studies was the factor that encouraged them to use planning. The
training on how to plan in the RLTP helped the students to plan in their learning more
systematically and enabled them to use it at the early stage in their university studies. It
can be inferred from the data that the RLTP enabled the students to realise the
importance of planning but the learning environment, e.g. the pressure from the study
had more effect on their decisions to use it. There were some students who mentioned
the skills for doing group work as what they applied from the RLTP to doing
engineering studies.
Table 5.19: Students' Application of What They Had Learned from the RLTP to
the Engineering Studies
Category Quotations Number of
Responses
Learning about metacognitive
strategies in LNG 101
enabling the students to
-plan better
-plan at the early stage of
learning in the university
-plan in their study more
-see the importance of
planning
7 use planning now. 1 think learning about it from LNG
101 helps me to use it better because it was clearer to me
and 1 can use it at the early stage in my university
studies.'
7 now write down the plan instead of thinking in my
head. LNG 101 helped me to be more serious about
planning in the study.'
18
Using planning because of
being reinforced from LNG
101 and the pressure from the
university studies
7 plan more. I think if I did not learn how to plan in
LNG 101, 1 still have to plan and do the self-study. But
the hands-on experience in LNG 101 motivates me to
plan more. In fact, I change my learning styles when
studying in the university. I have to do planning and to
do self-study.'
4
Planning because of the
pressure in the university
studies
7 use them because to be successful in engineering
studies needs goodplanning.'
10
Planning because they had
learned how to do it NOT
because they had learned
from LNG 101
7 had learned how to plan before coming to the
university. So what I'm doing now is not what 1 learned
from LNG 101.'
3
Skills used in doing group
work tasks
7 can't use the content learned in LNG 101. What I use
is the skills ofdoing group work tasks.'
7
Process for self-development 7 think when we learned how to do self-analysis and




5.6.3. Summary of the Effect of the RLTP in Other Learning Contexts
The data indicated that the students applied what they had learned in the RLTP in
the English language learning context more than in their engineering studies. This might
be partly because the tasks were more or less similar to what they had done in LNG 101.
However, the degree of application depended on the tasks that allowed the students to
perform autonomously. Although the data indicated that the students were self-directed
in their learning, e.g. responsible for solving problems, knowing learning objectives,
engaging in self-study and so on, the comparison between the subjects and the other
students in the same class did not suggest that the subjects outperformed the other
students. The data also indicated that the learning context as well as the subjects'
motivation to learn English played a role in their self-directed behaviour, i.e. their use of
the SALL voluntarily.
With regard to their perception of the RLTP, the data indicated that the students
mainly noticed and used the aspects provided in methodological preparation, e.g.
planning. However, the decisions to apply what they had learned in the RLTP to their
engineering studies were influenced by the learning environment they encountered, i.e.
the pressure from the university studies. Their perception of a positive experience in
learning English might be related to the increase in their motivation to learn English (see
5.2.). The data suggested that students regarded the RLTP as a tool that helped to
reinforce the planning strategy that they had learned before coming to the university; it
enabled them to use the strategy more systematically and realise the importance of the
strategy.
5.6.4. Self-directedness in Engineering Studies
The data was obtained from student interviews in Stage 2 of the follow-up study.
In addition to investigating the effect of the RLTP on the students' learning, the author
wanted to know whether the students were self-directed while doing engineering studies
and what factors might have contributed to their self-directedness. The author looked at
features such as need for the teacher, engaging in self-study, problem solving and using
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metacognitive strategies to indicate the students' self-directedness. The author asked the
students to give opinions of how important it was to have a teacher in their engineering
studies, to describe how they undertook self-study while doing their engineering studies,
to discuss how they solved practical problems in the workshop and to list how they used
metacognitive strategies to deal with their engineering studies.
• Need for the Teacher in Engineering Studies
How the students needed teachers in their learning was investigated as it
reflected their autonomy in the learning context. The findings suggested that in the
engineering studies where the theory is complicated and where application is
emphasised, the teacher is regarded as a person who helped the students to deal with the
theory and the application successfully. Since there was an overlap of the categories,
some responses might belong to two or more categories; the number of responses in this
table was the number of student responses, which exceeds the number of the actual
interviewees (see 4.3.3.: Using the Inter-coder).
Table 5.20: Students' Need for the Teacher in Engineering Studies
Category Quotations Number of
Responses
Giving lectures, suggestions,
consultation and helping the
students when they had
problems
7 want the teacher to give lectures and help us when we
have problems.'
'Giving lectures and talking about application of the
theory. They should allow us to ask questions when we
have problems. '
35
Teaching application of the
theory
7 want the teacher to teach theory clearly and focus
more on the application because engineering studies
emphasise application.'
12
Explaining the theory 'Give explanation when the students don 7 understand.' 5
Giving feedback 7 want the teacher to give lectures, feedback and ask us
questions.'
1
Covering only the main points
and letting the students to do
self-study
7 want the teacher to cover all the main points. Then we
will do self-study on our own.'
3
Giving more guidance to the
students (not wanting to do
self-study)
7 like teachers who do not teach the theory only. I want
them to touch on how to apply what we learn in class to
the real situation. I want them to give us homework
rather than let us do the self-study because we won 7 do
2
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it ifwe don't get any mark. I think teachers don't give
enough guidance when they let the students work on
their own...we won't know ifwe are on the right track or
not.'
Related to teaching styles;
e.g., active, paying more
attentioii to the students
'I want the teacher to teach actively so that we will want
to learn more.'
2
• Engaging in Self-study
The author investigated this matter in relation to the students' learning goals in
order to see if there was any connection between the students' decisions to engage in
self-study and their learning goals. The findings suggested that there was some
connection between the students' behaviour and their learning goals but this was not so
for every student. Those who aimed at getting good grades undertook self-study, e.g.
practising solving problems or reading texts assigned by the teacher in order to pass the
exams. It can be inferred from the findings that motivation, both intrinsic and extrinsic,
played a role in encouraging the students to be self-directed in the learning process.
Table 5.21: Students' Engaging in Self-study
Category Quotations Number of
Responses
Getting good grades in order
to
-further their study
-get a good job
The students would
a) do self-study on






c) practise doing old exam
papers
d) prepare for the lectures
7 want to have good grades. I do self-study when I don 7
understand the content of any course in order to get
more information and to have more understanding of
what I'm studying. I choose to do self-study in difficult
courses.'
'I want to do well in my study so that I will be able to
further my study. I do self-study in order to understand
the theory more clearly. I choose to the do self-study in
the courses I'm interested in.'
18
Passing the exams in order to
graduate. Students would
a) do self-study in
-the courses they liked
-difficult courses
'I want to graduate. I do self-study in the courses I'm
interested in. I ask the teacher to recommend me the




'I try to have as much knowledge of the courses I'm
studying as I can. I choose to do self-study in difficult
5
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Being able to work
successfully. The students
doing self-study in order to
have more knowledge
7 want to be able to apply the knowledge learned to
work. Grade is something that proves ifwe understand
what we are studying and how much effort we have put
into studying. I read lecture notes and English texts in
order to know more. In class, the teachers cover basic
knowledge only. They expect us to find information
outside class. I do self-study almost in every course
which is difficult.'
3
Wanting to invent things.
The students doing self-study
in difficult courses and
practise solving engineering
problems
7 want to invent things such as a robot. I choose to do
self-study in the courses I have problems with. I practise
solving problems.'
4
Goals ranging from learning
well to being able to work but
no self-study. The students
concentrating on studying in
class
'1 want to graduate with honours. I don 7 do any self-
study but I know what to read in order to pass the
exams.'
5
• Students' Solving Problems in Learning
When the students were asked to explain how they solved problems in learning
especially while working in the workshop, the findings indicated that many students
tried to solve the problems on their own before turning to friends. Those asking the
teachers said that they were not sure of themselves. It can be inferred from the answers
that the engineering teachers also promoted students' autonomy by encouraging them to
be independent from the teacher. The context where the learning problems occurred
also played a role in the students' decisions whether to solve the problem on their own
or to ask for help from the others. Since the question specified the context, i.e. in the
workshop, some students referred to being afraid of damaging an expensive machine as
a reason for asking either friends or the teacher.
Table 5.22: Students' Solving Problems in Their Study
Category Quotations Number of
Responses
Students solving problems on
their own before asking either
friends or the teacher (some
indicating that the teacher
'When we have a problem, the teacher tries to encourage
us to solve it ourselves.'
'The teachers try to encourage us to apply what we have
34
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encouraging them to solve the
problems by themselves)
learned in class to solve the problem...think on our own.'
Students solving problems by
asking friends
7 ask friends before the teacher when I have a problem.
The teacher wants us to do things correctly. I '11 ask the
teacher when I'm afraid ofdamaging the machine.'
7
Students solving problems by
asking the teacher because
they were sure of themselves
"When I have a problem, I'll ask the teacher before
friends. I don't want to take risk solving the problem
myself.'
7
• Using Metacognitive Strategies in Engineering Studies
When asked about their use of metacognitive strategies, most of the students
mentioned that they planned the study for the exams. Some students drew up learning
plans. Some mentioned monitoring and evaluating. Five students said that they did not
use metacognitive strategies. These findings also suggested that the students regarded
planning as the strategy that enabled them to cope with the task, e.g. finishing the study
for the exams, which they were encountering successfully. These findings reflected the
students' attitudes towards metacognitive strategies, especially planning, that they were
able to help them to be systematic in their learning.
Table 5.23: Students' Use ofMetacognitive Strategies in Engineering Studies




-draw a learning plan
-monitor while learning
-evaluate themselves
7 plan my learning roughly. I started to do it after I
knew the results of the mid-term exams when I studied in
the first year. I now realise that the learning plan helps
me to learn better. '
12
Planning the study for the
exams
7 set a timetable to study for the exams. I write the
timetable whenever I have problems of not being able to
finish the study for the exams in time. I have done it




7 don't have any plan in learning but I attend every
class. I think students have to be hard-working and
organised in order to be able to plan their learning
successfully ...I'm lazy.'
5
The findings about the students' self-directedness indicated that they were acting
autonomously in their studies because the learning environment encouraged them to do
so. The encouragement from the teacher and the pressure with which they had to cope
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in order to be successful in their studies played a role in enabling the students become
self-directed learners.
5.7. Summary of the Findings
The findings can be separated into three types: 1) the effectiveness of the RLTP
obtained throughout the course and after the RLTP was finished, 2) the effect of the
RLTP on the subjects' learning in other learning contexts and 3) their self-directedness
in their engineering studies.
With regard to the effectiveness of the RLTP, the data indicates that the subjects
were more motivated to learn English, then improved their attitudes to the independent
learning mode and were more confident to learn by themselves. They were more self-
directed by employing metacognitive strategies more often and adopted a deep approach
to learning more than the first year Engineering students who did not go through the
RLTP but through the OLTP. However, the subjects seemed to have developed apparent
teacher-dependent attitudes by the end of the RLTP. This finding suggests that these
teacher-dependent attitudes might either develop from the change in the traditional
teacher-student relationship or the problems while the author was delivering the RLTP.
The data indicates that providing freedom in learning through involving the subjects in
the decision-making process, group work tasks, and allowing the subjects to share
opinions in class had an effect on their motivation to learn English and adoption of the
deep approach to learning.
The data also indicates that the teacher played a role in creating the learning
environment which allowed autonomy, in enhancing students' motivation to learn
English and in creating apparent dependent attitudes. The data suggests that the RLTP
was effective as a tool to promote learner autonomy. However, the teacher also played
an important role in the process of developing learner autonomy as she was the one who
delivered the RLTP; she had to find every possible opportunity to provide autonomy.
In addition, she had to plan steps to deliver the idea carefully as she saw from the data
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that the teaching process might have had an effect on the outcomes of the activities
designed in the RLTP. The data also suggests the students' needs for the teacher in their
learning although they appreciated the freedom in learning provided by the teacher.
This finding suggests a balance between providing learner autonomy and teacher-
directed learning in a formal educational context where the students expect to receive
knowledge and feedback from the teacher.
With reference to the effect of the RLTP on the students' learning in other
learning contexts, the data indicates that being exposed to the RLTP and the subjects'
increase ofmotivation to learn English enabled them to perform satisfactorily in another
English course. They were active, attentive and self-directed while learning; however,
the data did not suggest that the subjects really outperformed the other students in the
same class. The data also suggests that the nature of the course played a role in allowing
the subjects to be self-directed in the learning process but at different degrees; the data
suggests that the subjects taking LNG 102 seemed to demonstrate their self-directedness
more as the tasks allowed them to do so. The subjects were able to apply what they had
learned from the RLTP to the English language learning context more than in
Engineering studies. This might partly be because the tasks in the English courses were
more or less similar to those the subjects encountered when they took LNG 101. The
data indicates that the subjects perceived what they had learned from the RLTP in
relation to English language learning and the aspects that helped their learning; however,
they applied the strategy of planning mainly to their engineering studies. They were
aware of the usefulness ofmetacognitive strategies and said that the training provided in
the RLTP enabled them to use the strategies systematically and encouraged them to use
the strategies, especially planning, at the early stage of studying in the university.
While doing engineering studies, the data suggests that the subjects were self-
directed because the learning environment allowed them to be, i.e. the teacher
encouraged them to solve their own problems and they had to plan their learning and
their study for the exams in order to do well. The subjects' intrinsic and extrinsic
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motivation to learn also affected their self-directed behaviour. The data indicates that
the learning environment influenced the students' behaviour.
It can be inferred from the above data that developing learner autonomy involves
many factors, the students' motivation, the teacher and the learning environment. The
RLTP was a tool to facilitate the process of promoting learner autonomy but whether it
worked effectively or not depended on the teacher who delivered it. The development of
learner autonomy should be carried out continuously as the learning environment
enables the students to be self-directed. Therefore, if learner autonomy is an educational





This research study aimed at investigating whether the revised learner training
programme (RLTP) that the author devised to address the weaknesses of the original
learner training programme would be better able to help the students to develop learner
autonomy. The research was conducted to see the effectiveness of the RLTP and
contributory factors that might influence the effectiveness of the RLTP in enabling the
students to become autonomous learners in an English language learning context as well
as the factors that might encourage the students to be autonomous in their other
university studies.
This chapter will provide a summary of the research study and discuss issues
arising from the study and the limitations of the study. It will also provide suggestions
for further research and recommendations for developments in teaching and learning and
the development of learner autonomy at KMUTT, the place where the research was
conducted.
6.1. Summary of the Study
In this study learner autonomy was defined as the students' attitudes towards and
ability in taking responsibility for their own learning, i.e. their willingness, confidence
and their capability to take charge of their own learning especially in an independent
learning mode. The concept of learner autonomy was related to effective learning in that
promoting learner autonomy helped the students to adopt the deep approach to learning.
This indicated they were active and more involved in learning, trying to associate their
existing knowledge with the new knowledge and self-regulated in their learning, i.e. they
would plan, monitor and evaluate their performance. Learning actively would help the
learners to be interested in what they were doing and, because they acquired the
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knowledge and skills by themselves, they might be able to retain more of what they
learned than passive learners. In addition, developing self-directedness, which is the
behaviour of autonomous learners, was regarded as a self-developmental process. This
process would be beneficial for the students not only in learning in the university but for
life-long learning where there is no teacher to help them.
The revised learner training programme (RLTP) was employed as a tool to
facilitate the students' development of learner autonomy. The RLTP was the revised
version of the original learner training programme (OLTP) which had been used in the
Department of Languages to develop learner autonomy. The author devised the RLTP
by trying to solve the weaknesses of the OLTP and added new elements to make the
learner training more effective (see Chapter 3). The RLTP aimed at providing a learning
environment that promoted self-determination such as involving learners in the decision¬
making process, helping the students to be confident to learn by themselves and
emphasising metacognitive strategies which were regarded as important strategies for
self-directed learning. Therefore, the RLTP consisted of both the activities and the
interaction between the teacher/author and the students as a part of providing a learning
environment that promoted self-determination.
The RLTP was integrated into the course General English for Science and
Technology (LNG 101), a compulsory English course for Engineering students at
KMUTT. The author delivered the RLTP by teaching LNG 101 to two groups of
Engineering students, Tools and Materials Engineering and Mechanical Engineering
students, for four months.
The data collection was done in two phases: in the fieldwork when the author
taught LNG 101 and in the follow-up study, after the RLTP finished. The data
collection during the fieldwork was conducted before the RLTP started, throughout the
course and immediately at the end of the RLTP in order to see the factors that might
affect the effectiveness of the RLTP. The follow-up study was separated into two
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stages: Stage 1 and Stage 2. Stage 1 was conducted four months after the RLTP finished
and when the students were taking another English course, in order to see whether the
students transferred what they had learned from the RLTP to another English learning
context. Stage 2 was conducted one year after the RLTP finished in order to see whether
the students were able to apply what they had learned from the RLTP to their
engineering studies, and to determine the students' self-directed behaviour in the
engineering studies.
6.2. Issues Arising from the Results of the Study
This section discusses two main issues that arose from this study. The most
important issue is the development of what appeared to be teacher-dependent attitudes
while the students were undertaking the process of developing learner autonomy. The
other issue is whether learner autonomy is universal or appears in a culturally specific
form. Adopting a 'Western concept' in a culture which is different from the culture
from which the concept originated has led to a debate on the appropriateness and
transferability of such concepts. This was an issue in this research study.
1. Learner Autonomy Creating Apparent Teacher-dependent Attitudes
In this study, the students were encouraged to develop and exercise autonomy in
the learning process; however, the degree of learner autonomy was limited to the
specific learning context and it was directly encouraged by the teacher/author. The
results of the study indicated the benefits of providing learner autonomy, in that it
motivated the students to learn, which in turn helped them to learn actively, and the
process of learning was meaningful for them, as seen from the greater readiness to adopt
a deep approach to learning LNG 101. However, the data indicated that, although the
students appreciated the freedom in learning provided by the teacher/author, they were
more likely to attribute their success and failure in learning to the teacher at the end of
the RLTP than at the beginning. In other words, they seemed to be more dependent on
the teacher/author, because they still regarded the teacher as supporting the learning
process. Therefore, it is important to further investigate the nature of this apparent
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teacher-dependency. The first point to be considered is what form of teacher
dependency was actually created.
The data which indicated that the students were more likely to attribute their
success and failure in learning to the teacher came from the students' rating on the
questionnaire item 'IfI learn a lot in this course, it will be because ofthe teacher. ' The
nature of the question was fundamentally ambiguous in that it only indicated the
students' opinions, i.e. the teacher played an important role in their learning, but did not
indicate the reasons why they thought so. Therefore, the author used the data from the
student interviews to investigate the form of teacher dependency.
From the findings, the teacher-dependence appears to have come mainly from
the students' need for reassurance and advice in the learning process, in order to be able
to complete the tasks and to be more confident in the new learning environment. Yet
this form of teacher dependency did not affect the students' development of learner
autonomy. The students were still willing to make their own decisions in their learning
and in solving their own problems; this behaviour indicated that they were taking
responsibility for their learning. The reassurance from the teacher was regarded as
important for the students, especially as they moved towards a new approach and the
challenges they encountered in the process of developing learner autonomy. Therefore,
the teacher-dependent attitudes rather reflected the close relationship between the
teacher/author and the students; it indicated the attempt of the author in trying to break
down the barrier between the teacher and the students which arises from the traditional
teacher/student relationship. This process was regarded as essential for the process of
developing learner autonomy.
It should also be noted that there is a continuum between teacher-directed
learning and learner autonomy; helping students to develop learner autonomy means
helping them to move along that continuum, to an extent which depends on their
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readiness. While moving along the continuum, the students will need support from the
teacher, but there are varying degrees and forms of teacher dependency.
There were many factors that might contribute to creating these apparent teacher-
dependent attitudes. With regard to the context of language learning, the teacher-
dependent attitudes might arise from the students' being exposed to the environment
where they had to struggle to fulfil types of communicative tasks with which they were
not familiar. Littlewood (1984: 58-59) remarks that, in an environment when learners
feel anxious or insecure, there are likely to be psychological barriers to communication.
In a typical language classroom, learners are often asked to perform in a state of
ignorance and dependence, e.g. they do not know how to pronounce the words nor apply
the rules correctly; therefore, they have to depend on the teacher. Such a situation may
engender in students feelings of helplessness. A sympathetic teacher and a co-operative
atmosphere are able to overcome such feelings, at least to some extent.
When the students studied LNG 101, the emphasis of English language learning
was on tasks which required the students to think and apply the language knowledge
they had in completing them. This situation was new to the students because their prior
experience in learning English focused on reproduction of the language rules rather than
applying the rules to complete tasks. Therefore, the students had to find a resource
person to check whether they were choosing the right expressions and/or vocabulary to
express themselves. In this case, the students decided to seek that assistance from an
approachable and accessible teacher, who was regarded as a language expert in that
situation. Such dependence might be regarded as a strategy the students employed to
help them to communicate successfully. In fact, the students could choose to depend on
friends or the teacher for help, but they chose to turn to the teacher. Elowever, the factor
that possibly affected their decisions was the teacher-student relationship; some students
mentioned in the interview that they would ask the teacher for help when they had
problems in learning, if they felt 'close' to the teacher. Thus, the students' development
of teacher dependency might come from this emotional bond.
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Since the status of teachers and students in Thailand is not equal (see 5.5.4.), the
support from the teacher/author in a learning environment, where the students still had a
feeling of helplessness because they were encountering unfamiliar tasks, would enhance
the students' dependence on her. Although the author employed co-operative learning to
help the students handle the frustration which some students might have in trying to
adjust themselves to the demands of the English tasks, and she tried to help them to be
self-directed in their learning, the students still remained attached to the teacher/author.
This situation does not imply that the teacher should change the tasks to those the
students are familiar with. The teacher should give support through the use of group
work, teach the students how to use the dictionary to check the language use or the
meaning of vocabulary, and provide enough dictionaries and grammatical references so
that the students are able to fulfil the tasks on their own. In other words, the teacher
should gradually withdraw her expertise. In this way, the teacher can create a relaxed
and supportive atmosphere in class, and at the same time provide the resources and the
help the students need to develop their self-directedness.
When the students depended on the teacher as a convenient resource in the
learning process, it could not be regarded as a sign of their not developing learner
autonomy. In this study, the students still had positive attitudes towards learner
autonomy, and they were to some extent self-directed in their learning (see 5.3.2.). If
teacher dependence had been related to the students' learning behaviour, that would
have indicated that they were not autonomous learners, e.g. the students asking for help
from the teacher to assess their work because they were not confident, it would be
serious because it might indicate that they did not have positive attitudes towards learner
autonomy.
The analyses indicated that the students did not totally resist learner autonomy;
indeed they liked some independence from the teacher, as seen from their appreciation
255
of co-operative learning. Some said that they were able to learn from their friends, while
others mentioned the freedom they felt while doing group work tasks. Their opinions
about co-operative learning implied that they did not resist learner autonomy; indeed,
they liked some independence from the teacher. The four-month fieldwork might then
be regarded more as a transitional period for the students to adjust to a learning
environment which required them to move towards becoming autonomous learners.
During the fieldwork the students might be at a stage of dependence before moving
towards independence, as suggested by Brundage and MacKeracher (see Chapter 2: p.
46).
Another factor which contributed to the students' development of teacher-
dependent attitudes might be the deep-rooted ideas about learning English, and about
language teachers, which the students hold. From an informal talk with some of the
students, they mentioned their dislike of English and their bad experience from being
taught to remember the rules with no understanding of their use, because the formal
evaluation of the subject had hitherto focused on grammatical structure. Therefore, they
saw the teacher as a person who knows everything, i.e. all the rules, and they were thus
forced to depend on the teacher for that knowledge. When the students were exposed to
an English class where they had more freedom in learning, although they appreciated
this experience, they still felt dependent on the teacher. This might be, in part, because
of firmly ingrained attitudes towards English language teachers.
Providing learner autonomy requires the teacher to be flexible and approachable
because s/he has to negotiate with the students and listen to the students' opinions. Such
a personal approach was able to lessen the distance between the teacher and students.
Providing learner autonomy does not mean choosing the tasks that focus on learner-
centredness only. Teachers' attitudes play a role in creating a learning environment
where the students feel that they have self-determination. One of the students mentioned
in the interview that 'I can't explain how the teacher gives freedom in learning to us.
You can feel it when you are in class.'
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This teacher-student bond which was created as a result of the efforts of
encouraging learner autonomy seemed to be essential in the context of this research
study because it helped the students to cope with the difficulties they might face from
learning English in the university. In the process of self-direction, the students needed
support from the teacher as seen from the data indicating that the students regarded the
encouragement and the feedback from the teacher throughout the learning process as
being very important. This finding indicated that scaffolding from the teacher was
necessary and effective for the process of developing learner autonomy (see 2.3.2.).
The other factor that might create the apparent teacher-dependent attitudes came
from the learner training process. In this research study, the author trained the students
to be more independent in a collaborative way, through negotiating with them. In other
words, she did not withdraw herself or her expertise from the process of encouraging the
students to develop learner autonomy. So, this type of training may well increase
apparent teacher-dependency while encouraging student autonomy in a short period of
time. When encountering these teacher-dependent attitudes, it seems important for the
teacher to be aware of the situation and try to find other means to help the students to
become more self-reliant. At the early stage of developing learner autonomy, the
teacher may have to balance between teacher-directed learning and learner autonomy,
i.e. the teacher helps the students to the extent that they are able to direct some of their
learning with confidence. Providing psychological preparation and methodological
preparation is seen as an intervention from the teacher to enhance the students
confidence to be self-directed learners and to teach them skills needed for self-directed
learning. Therefore, the teacher is needed in the learning process as an instructor, a
facilitator and a counsellor to give knowledge where appropriate, but still to conduct
activities that encourage learner autonomy. Then the teacher can gradually withdraw
herself from intervening the learning process so that the students will be more
independent.
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As mentioned earlier a four-month period of learner training might not be
enough to help the students move very far along the continuum from where they started,
but the author thinks that the continuation of learner training to develop learner
autonomy might be able to help. It seems important to incorporate aspects of developing
learner autonomy in every course in the university studies, not only in English courses.
The findings about the students being autonomous in their engineering studies supported
this suggestion that a suitable learning environment and encouragement from the teacher
were able to promote learner autonomy.
2. Is Learner Autonomy Universal or Cultural?
Many authors have raised the issue of whether learner autonomy is a universal
concept that is appropriate for any educational context, or is only a western cultural
construct (Riley, 1988; Little, 1999, Littlewood, 1999). The debate on this issue can be
explored by looking at the concept of universalism versus relativism and individualism
versus collectivism.
In universalism, any concept or practice, although it originates in the western
context, is valid in any context; that concept or practice is considered as universal.
Relativism regards a concept and a practice as culturally situated, so that it can be
understood and is valid only in the context of the culture in which it evolves. In this
research study, learner autonomy is related to desirable learning behaviour that enabled
the students to learn effectively. The author thinks that the notion of having the students
take responsibility for their own learning, self-direct their learning, learn meaningfully is
surely desirable for education in any culture and in any subject area.
In this study, the issue of culture arose when the author began to consider the
degree of learner autonomy she expected the students to develop, and the goal of learner
autonomy. Apart from the constraints of the context, which were the predetermined
syllabus, the requirements and assessment of the department, the design of activities was
done with consideration of the Thai culture. Two major concerns were the role of the
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teacher and the students' autonomous behaviour, because culture affects the students'
beliefs and their behaviour. Thai students, like many other Asian students, tend to be
passive, reticent, and reluctant to openly challenge authority, especially the authority of
teachers. This may come from the teaching/learning process that had its origin in the
Thai temple, where the monks were the first teachers. This concept helps to explain
why, even today, teachers in Thailand are well-respected members of the community. It
can be said that the role of both teacher and learners are determined by their social
status, the teacher being in possession of a body of knowledge and the learner being
there to receive the teaching (Simon, 1990: 2). In this study, therefore, learner
autonomy was still mediated by the teacher and the students were invited to share the
tasks which were originally of the teacher's domain such as making decisions on how to
do the tasks, setting up the criteria for evaluation, and assessing their friends' work.
Developing learner autonomy did not go so far as allowing the students to set their own
learning agenda, which has been introduced in some Western educational contexts.
The practice of learner autonomy, a concept which originated in the Western
culture, is different according to the educational context. In other words, there are
degrees of learner autonomy which can be adopted to suit any educational context. This
argument advocates the idea that learner autonomy is universal.
The issue of collectivism and individualism is seen in the difference between the
role of the individual and the role of the group. In Western culture, learner autonomy
arises from individualism where individuals can claim the right to express themselves,
make personal choices and strive for self-fulfilment; it is individualist oriented. Western
culture thus supports the independent self who tends to express individual views, be
willing to express open criticism, and be comfortable with confrontation. Therefore, the
practice of developing learner autonomy in the Western educational context focuses on
learner individuality.
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However, when this concept was adopted in Thailand where the national culture
tends towards collectivism, i.e. a culture where people are born into collectivities, and
where the ties among individuals are very tight, such culture influenced decisions in
creating the degree and the direction of learner autonomy. In a collectivist oriented
culture, individuals expect to accord first priority to the views, needs and goals of their
group (Hofstede, 1991: 49-78). This culture supports the interdependent self who tends
to pay attention to the group, to see the importance of saving others' faces and his own
face, and to feel comfortable in unequal relationships (Markus and Kitayama, 1991: 18-
47).
The awareness of living and working in a collectivist oriented culture like
Thailand affected the degree and the type of learner autonomy adopted in this research
study. The author chose the situation which would make the students feel comfortable
to be autonomous learners. Group work tasks were used to provide freedom in learning
and the author attempted to encourage the students to be self-directed in the learning
process through planning, monitoring and evaluating their learning rather than setting
their own agenda in learning. Littlewood (1999: 75-76) regards this form of autonomy
as 'reactive autonomy' where the students do not have to create their own direction in
learning, but they are expected to organise their resources autonomously to reach their
goals. They can learn without being pushed by the teacher. So they learn collectively
and co-operatively.
In summary, this research study showed that the issue of the concept of learner
autonomy being universal or cultural concerned two levels of consideration. The first
level was wider and it involved the adoption of the concept of learner autonomy. At this
level, the concept of learner autonomy was regarded as universal in that it is related to
effective learning which is the aim of any educational institution. At the level of how to
put the idea into practice, cultural appropriateness seemed to be an issue because the
adoption of the concept is related to the specific culture in which the students and the
teacher are living.
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6.3. Limitations of the Study
This study was designed as a case study to investigate the RLTP in depth in order
to gain insights into how the students developed learner autonomy with the help of the
RLTP. There were limitations in conducting the research as follows:
the context of the study was classroom learning and the author had to
integrate the RLTP into the normal LNG 101 course. In so doing, meeting
the requirements of the course, e.g. covering the content of the units before
the mid-term examination and preparing the students for the examination was
sometimes the first priority when drawing up lesson plans. Instead of being
able to spend more time on discussing the students' problems such as when
asking the students to revise their learning plans (see 4.2.3.1.: Learning Plan),
the author had to do this activity as an individual task by having the students
analyse their performance and then revise their learning plans because it took
less time than group discussion. This limitation might affect the outcome of
the activity.
The RLTP was conducted in the first semester when the students had to
participate in the extracurricular activities which sometimes took up the
normal class hours; therefore, the author had to reduce the time for some
activities such as the learning plans (see 4.2.3.1.: Learning Plan) and self-
study activity in the SALL. In the second half of the semester, the author
was hardly able to introduce any additional activities as a part of delivering
the RLTP because she had to spend time finishing the units required for the
final examination and the students sometimes took the normal class hours to
do the extracurricular activities. Therefore, she had to use the project as a
tool to provide learner training. The author allowed as much freedom as
possible for the students to do the project by interfering as little as possible in
their decision-making and drawing their attention to the need to plan how to
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do the project; she also monitored whether they had any difficulty while
doing the project (see Table 3.1: Psychological Preparation). The time
constraints also affected other activities, e.g. the students who kept their
diaries regularly in the first half of the semester were not able to keep the
diaries in the second half of the semester.
The author was not able to conduct Stage 1 of the follow-up study because
she came back to Britain; she had to ask a colleague to interview the students
for her by sending the questions and the rationale behind each question so
that the colleague would know how much she should ask the students.
Although the colleague tried to obtain as much information as possible, there
were some areas that should have been probed more, e.g. how the teachers
judged whether the subjects employed metacognitive strategies to do the
English tasks (see 5.6.1.).
Since the study was conducted in the normal classroom but every lesson was
video recorded, it might have been influenced by the Hawthorne Effect,
which might have been affected the results of the research. The Hawthorne
Effect is the situation where the subjects are aware of participating in an
experiment, are aware of the hypothesis or are receiving special attention.
Therefore, they tend to improve performance. The Hawthorne Effect can be
reduced when the experiment continues long enough (Borg and Gall, 1989:
189-191). The author tried to reduce the Hawthorne Effect by explaining to
the students that every class was taken in turn to be video recorded and not
mentioning that they were participating in an experiment. In the first few
classes the students seemed to be aware of the video camera situated at the
back of the class but as the lessons progressed, they performed naturally.
Because the data collection process was carried out after the RLTP finished,
the author was not able to collect data from all of the original subjects. In
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Stage 1 of the follow-up study, some of the students did not take the elective
courses, therefore the data were obtained from 47 students or 80% of the
original samples. Stage 2 of the follow-up study was conducted when the
students were studying in their second year in the university. Some had
dropped out of the university and some did not show up for the interviews.
Therefore, the author was able to obtain the data from only 48 students or
81% of the original samples.
Because of the limitation of the timescale of the doctoral study, the author
was able to conduct the learner training programme only in one course, i.e.
four months. This short period of time might limit the degree of change in
the students.
6.4. Directions for Further Research and Recommendations for
Developments in Teaching and Learning
This section discusses directions for further research and recommendations for
further developments in teaching and learning based on the findings from this case study
research.
6.4.1. Directions for Further Research
This research study set out to investigate the students' development of learner
autonomy through the use of the RLTP; and the findings suggest that the students had
become more effective learners through greater self-directedness in their learning.
However, because of the time constraints of doctoral study, the author was not able to
investigate all aspects of learner autonomy.
Further explanation of the development of learner autonomy would benefit by a
more direct comparison between students who are trained in the process of learner
autonomy and those who are not. The comparison of the students' learning behaviour
and/or achievement of the two groups of students will give more confidence in
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explaining the benefits of developing learner autonomy. Most of the research related to
developing learner autonomy has focused on the process the students being studied have
been through; therefore, it is able to only explain their behaviour.
In order to see whether the learner training programme is effective or not
requires an investigation into whether psychological and methodological preparation
works. The improvement of methodology which indicates that the students are more
self-directed can be measured by looking at the students' employing effective learning
strategies and the awareness of their use of these strategies. If there had been more time,
the author would have conducted the learner training programme over a longer period.
The longer period of time would help to see the effect of psychological preparation in
relation to the change in students' attitudes and beliefs which affect the development of
learner autonomy. The comparison between students' attitudes and beliefs before,
throughout and after they are exposed to the learner training programme would help to
explain how they change their attitudes and beliefs and what factors are involved in
affecting the change. The work by Benson and Lor (1999), Cotterall (1999), and White
(1999) would be helpful to gain more insight into the concept of learners' beliefs about
language learning.
Although the context of this research study was English language learning, the
author focused more on how students learnt rather than their language acquisition or
language attainment because she believed that helping the students learn how to learn is
fundamental to success in learning. Thus, this research study did not have evidence on
the students' language improvement. The largest scale research on autonomy and
language acquisition is probably that conducted by Dam and Garbrielsen (see Chapter 2:
Research on Language Acquisition in an Autonomous Learning Environment) which
was conducted with English language beginners. Thus, it would be beneficial to the
language learning area if there is more research conducted in order to examine the
relationship between developing learner autonomy and language acquisition and/or
attainment.
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6.4.2. Recommendations for Development in Teaching and Learning
The discussion of the recommendations for development in teaching and learning
which arose from the findings of this research study covers the teacher's role and the
learning environment. Since the focus of the research study was on learning in general,
the recommendations are not specific to English language learning.
• Teacher's Role
The findings from this research study indicates the importance of the role of the
teacher in the process of helping the students to develop learner autonomy. The findings
concerning the need of the students for the teacher's reassurance in the learning
environment, which was new to them, indicated the necessity of having the teacher to
help the students move from the traditional learning environment to a more autonomous
one. The evidence concerning the students' performing autonomously in an engineering
course where the teachers encouraged them to be autonomous suggests that the teacher
who wants to promote learner autonomy should provide learning tasks which encourage
the students to be self-directed in the learning process. However, the teacher should
withdraw his/her expertise from the learning process gradually once the students are able
to proceed and become more autonomous.
A close relationship between the teacher and the students appears to develop in a
situation where the teacher is regarded as a counsellor as well as a resource because it
enables the students to consult and/or talk to the teacher. When the students encounter a
new experience and they are not ready for such an experience, providing support is
important to help the students to learn successfully and develop positive attitudes
towards their experience.
• Learning Environment
Working in groups, having discussions in class and making decisions in learning
helped to promote greater learner autonomy and this was clearly understood by the
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students (see Table 5.13). This learning environment also led the students to adopt a
deep approach in learning. Therefore, the author recommends the teacher should create
a classroom environment by including these aspects in their teaching. Although the self-
access centre (SAC) was convenient for the students to exercise their autonomy, it does
not mean that the teachers in the institute with no SAC have a seriously limited
opportunity to promote learner autonomy. The teachers can work with the students in
the normal class by modifying the learning tasks, their teaching method and their
assessment to be more open and to involve the students more in sharing their decisions
about these aspects.
In an institution which has a SAC, the findings suggest that the centre would
work as a support for learner autonomy when the students have a hands-on experience in
using it. This can be done by providing the guidelines for the activity which aims at
having the students do their self-study in the SAC and encouraging the students to use it
as a resource both for their learning and for the important task such as a project. The
integration of the use of the SAC in many activities would possibly familiarise the
students with the SAC and encourage them to use it more.
6.5. Recommendations for Developing Learner Autonomy at KMUTT
Like all educational research which aims at development, both in the institution
where the research was conducted and in other institutions, this research study aimed at
developing learner autonomy at KMUTT. In this section, the author will discuss the
implications from this research study for developing learner autonomy at KMUTT. The
discussion will cover how to deal with the teachers and the students.
The author would suggest training the teachers to use the RLTP, which is the
revised version of the original learner training programme, by presenting the theory and
practice in a form of seminar and workshop. While the teachers try the RLTP, there
should be a meeting at least twice a semester in order to report the problems and/or the
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process. Then the RLTP will be used with more groups of students and there will be
more feedback to develop it.
Although many teachers in the Department of Languages have been exposed to
the concept of learner autonomy, the results of the research by Watson Todd revealed
that the language they used in instructions reflected the contradiction of teachers' anti-
autonomously forcing the students towards learner autonomy (see 3.2.2.). Work on
teacher talk should also be included in the seminar and workshop for the teachers. The
language of consultation should be discussed with reference to how it might affect the
development of learner autonomy.
Developing learner autonomy will be more effective if it can be conducted
continuously in every course. Therefore, the author thinks that getting co-operation
from the teachers from other courses is necessary. At the beginning, promoting learner
autonomy can be done by talking with the teachers in one engineering department and
ask them to set some tasks which require the students to do the task independently and
present it explicitly as independent learning. The students have to work out the details
of how to complete the task. They will be more aware of the process of how to complete
the task; they are trained explicitly to be self-directed learners in Engineering.
Programme developments such as the RLTP will be of direct use to develop
teaching and learning. So far the Department of Applied Linguistics in the School of
Liberal Arts has been involved in this matter through offering an MA programme which
aims at encouraging the MA participants to be teachers/researchers. Since the faculty
environment promotes conducting research, the author would suggest the language
teachers do more research which is considered pedagogically valuable such as the
research on student learning, the effect of teaching on student learning, etc.
The author thinks that it will be useful to follow the students' development of
learner autonomy until they graduate from the university. This can be done by asking
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the students who are exposed to the RLTP in the future if they agree to fill in one brief
piece of research documentation for every semester. The students will be asked to fill in
the questionnaire covering the period from the second semester when they finish the
RLTP until they graduate. The questionnaire will contain questions asking about their
self-directed behaviour, teacher-dependency, and how they move towards autonomy in
engineering studies. This information will be able to explain factors that affect the
students' development of autonomy and support any change to be made to the
programme discussed earlier in this section.
6.6. Conclusions
It is hoped that the results from this case study research can give an insight into
an attempt to develop learner autonomy by using the revised version of the learner
training programme. Although the results of the research directly benefit the context
where the author has taught, the author hopes that the findings can give more
understanding about developing learner autonomy in any limited context. Knowing
about contributory factors that might affect the development of learner autonomy and
how to facilitate this process might give ideas to any teacher who wants to try to
integrate this concept into his/her normal class. The author hopes that this research
study will be an example of an attempt to integrate learner autonomy into a course with
a predetermined syllabus, because this situation is common in many educational
institutions. In addition to being able to investigate the effectiveness of the RLTP,
which can be regarded as a professional gain, this research study helped the author to
develop herself as a teacher/researcher through the process of reflecting on her teaching,
analysing and criticising the context which she was so familiar with that it was rather
difficult to step back and look at it objectively. The author also hopes that the results
from this research study will be beneficial for the Department of Languages in
developing the current learning training programme.
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Appendix A contains the documents related to the RLTP:
1. Six units ofLNG 101
2. Documents used to support the delivering of the RLTP (excluding those employed as
the research instruments which are presented in Appendix B)
A proforma asking the students' opinions about learning English
Self-study worksheet
Worksheet to help the students work systematically with the project




Appendix B contains examples of research instruments:
Pre/post questionnaire
Questionnaire asking about students' experience of learner autonomy
Learning plans which include the first learning plan and the revised learning plan
A checklist of strategies the students used to handle language tasks: listening,
speaking and writing strategies
Worksheets on planning, monitoring and evaluating
Outside class activities record sheet
A proforma asking about advantages and disadvantages of independent study
Classroom observation sheet
Approaches and Study Skills Inventory for Students (ASSIST), both English and Thai
versions





You have learned English for at least five years before coming to the university. The
following questions ask for your opinions about studying English and about your own
experiences in studying English. There are no right or wrong answers, just answer as
accurately as possible.
Section I Attitudes
Use the scale below to answer the questions. If you strongly agree with the statement,
circle 6; if you strongly disagree with the statement, circle 1. If you more or less agree
with the statement, find the number between 1 and 6 that best describes your opinion.
6 5 4 3 2 1
strongly agree agree slightly disagree slightly agree disagree strongly disagree
1.Learning English can be done without help from the
teacher.
2.The best thing to do when learning English is to go
to a class.
3.1 don't like to study on my own because I don't
know where to start.
4.Students should evaluate their learning progress to
see if they have weaknesses.
5.Students should have identifiable purposes in
learning.
6.Students should not learn by themselves because
they may use a wrong approach to learning.
7.When students have problems about understanding
the language, they should ask the teacher or people
who know the language to explain.




9.The teacher should tell students what their
difficulties are.
10.The teacher should tell students how long they
should spend on an activity.
11 .The teacher should explain why students are doing
an activity.
12.The teacher should tell students what to do.
13.The teacher should tell students how they are
progressing.
14.If I had the right materials, I'd prefer to spend some
time studying alone.
15.If I study in appropriate ways, then I will be able to
learn English successfully.
16.If I do well in this course, it will be because I try
hard.
17.If I don't do well in this course, it will be because I
don't have much ability for learning English.
18.If I don't do well in this course, it will be because
the course is too difficult.
19.If I learn a lot in this course, it will be because of
the teacher.
20.1 like to Study English because it is interesting.
2Lit is enjoyable to do tasks in English.
22.Learning English is a challenge that I enjoy.
23.Learning English is a hobby for me.
24.1 have to study hard to pass this course because it is
important for my grade point average.
319
25.Learning English helps me to broaden my views. 6 5 4 3 2 1
26.1 learn English because I want to spend a period of
time in an English-speaking country.
6 5 4 3 2 1
27.1 learn English because it is useful when travelling
to other countries.
6 5 4 3 2 1
28.1 learn English because I want to study abroad. 6 5 4 3 2 1
29.1 learn English because I need to be able to read
English textbooks
6 5 4 3 2 1
30.If I learn English well, I will be able to get a better
job.
6 5 4 3 2 1
31.Knowing English allows me to enjoy entertainment
more.






32.When I know I have problems in studying, I first go to
see my teachers.
4 3 2 1
33.1 have my own way of testing how much I have learned. 4 3 2 1
34.1 know what my weaknesses in studying are. 4 3 2 1
35.1 try to improve my weaknesses in studying. 4 3 2 1
36.1 want teacher's feedback on my learning regularly. 4 3 2 1
37.1 try to find out the objectives of each exercise so that I
know what to do to reach them.
4 3 2 1
38.1 often think about how I can learn English better. 4 3 2 1
39.1 learn English by communicating with native speakers. 4 3 2 1
40.1 learn English by reading English newspaper. 4 3 2 1
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41.1 learn English by watching English soundtrack movies. 4 3 2 1
42.1 take an English class if I want to improve my English. 4 3 2 1
43.1 know how to study English well. 4 3 2 1
44.1 can study English without a teacher's help. 4 3 2 1
45.If I am left to do things on my own, 1 worry whether I
am doing the right thing.
4 3 2 1
46.1 am aware ofwhich thinking technique or strategy to
use and when to use it.
4 3 2 1
47.1 plan what to do to finish my assignment. 4 3 2 1
48.1 make sure I understand what has to be done and how
to do it before I start working on my assignment.
4 3 2 1
49.1 keep track ofmy progress and, if necessary, I change
my techniques or strategies.
4 3 2 1
50.1 check my work while I am doing it to see if I am on
the right track or not.
4 3 2 1
51.1 try to correct any mistake arising from the work I'm
doing.
4 3 2 1
52.1 am aware ofmy ongoing thinking process. 4 3 2 1
53.If I get bad feedback for my assignment, I analyse my
weaknesses so that I can improve it next time.
4 3 2 1
54.1 always analyse my weaknesses in learning. 4 3 2 1
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Questionnaire Asking about Students' Experience of Learner Autonomy
Name
Dept
This questionnaire was constructed in order to find out about the students' experience in
learning English in secondary school. Please V on the box provided at the end of each
statement.
often Sometimes rarely Never
1. The teachers tried to encourage the students to learn
by themselves
2. The teachers allowed the students to show their
opinions about what they wanted to do in the activities.
3. The teachers listened to the students' opinions before
making decisions on the content of the activities.
4. The teachers let the students self-correct their written
work.
5. The teachers had the students do a project which
involved finding information outside class to write the
project in English.
6. The teachers had the students analyse the strategies
they used to do the exercises on listening, speaking,
reading and writing.
7. The teachers teach strategies necessary to complete
the English exercises.
8. The teachers had the students analyse objectives of
each exercise by themselves.
9. Your school has an English corner which students can
use to improve their English (please V in the j j
provided)




My Learning Plan for LNG 101
1. My learning objectives for this course are
2. What I will do to reach such objectives are:
Activities time allocated
3. Materials I need in order to do these activities are:
4. I can find these materials in
5. These are the criteria that tell me if I have reached the objectives
that I set
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Revised Learning Plan for LNG 101
1. After reviewing my learning plan that I wrote, I think I have
problems trying to follow the plan:
2. My learning objectives of the revised plan are:
3. What I will do to reach such objectives are:
Activities time allocated
4. Materials I need in order to do these activities are:
5.1 can find these materials in




Which strategies have you used when engaging in the listening tasks? Please put
a V in front of the statements describing the strategies you use. If you use other
strategies, please describe them in the space provided.
Planning
I read the questions and the alternatives before listening so that I have a purpose in
listening.
I try to predict what I am listening to from the instructions, the questions, and the
pictures.
Before listening, I read the title and the instructions. Then I think about the words
that may be heard in order to prepare myself for the listening task.
To get background knowledge, I use other sources to help (e.g. when listening to
news, I read the Thai newspaper before listening).
While-listening Stage
I take notes while listening.
I try to understand every word.
I listen to only key words that help me to answer the questions.
I listen to the text as many times as I can to understand the context thoroughly
before answering the questions.
I do the task while I listen so that I won't forget the content of the text.
I wait until I finish listening to the whole text and then I do the task.
I don't pay attention to the speaker's intonation to see if the sentences I am
listening to are statements or questions.
I pay attention to the tone of the speaker in order to understand his feeling.
I look for discourse markers such as because, furthermore, etc. to understand the
organisation of the text.
I use my background knowledge to help me understand the content of the text.
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Dealing with Vocabulary
After the first listening when I find out that I don't know some words, I try to
find their meaning before doing the second listening.
I try to guess the meaning of new words from the context.
I try to write down what I hear but do not totally understand and keep repeating
this to myself until I begin to figure out what it might mean.
I write down only the key words which I don't know, then find out their meaning
before doing the second listening.
I don't look for key words but try to figure out what I am listening to from the
words I understand.
Evaluation
I check if I have completed the task correctly by listening to the whole text and
checking the answers.
When checking, I try not to change what I did earlier.
If the task is filling in the blanks, I check the answers by looking at spelling and
grammatical correctness.
I do not check the task before submitting it.




Which strategies have you used when speaking English? Please put a ^ in front
of the statements describing your speaking strategies. If you use other strategies, please
describe them in the space provided.
While Speaking
I thought in Thai and then translated into English.
I thought in English while speaking.
I spoke clearly and loudly.
I used simple words and sentences.
If the listener didn't understand, I kept repeating the same word.
I stopped talking when the listener didn't understand.
I used gestures to help the listener understand my speaking better.
I turn to a friend for help as soon as I knew the listener didn't understand me.
I rephrased the sentence when I noticed that the listener didn't understand me.
I listened to the person I spoke to carefully trying to catch the words which meant
the same as what I wanted to say. Then try using those words.
I copied useful phrases that can help me communicate such as do you mind....,
May I... etc.
I tried using expressions or idioms that I learned from movies.
I asked English speakers to correct my English when I talked to them.
I used fillers such as well..., you know..., etc. to give my time to think.
I forced myself to be more confident when I spoke English.
Dealing with Vocabulary
If I didn't know the exact vocabulary, I tried to use vocabulary I have known to
express myself.
I changed my stress patterns when the listener didn't understand me.
I spelled the word when the listener didn't understand me.
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Dealing with Stressing
I was careful about my pronunciation when speaking English.
I didn't pay much attention to my pronunciation when speaking.
I asked a person who knows English better than me to pronounce new words for
me.
I try to imitate the way native speakers talk.
I practise pronouncing difficult words in order to pronounce them correctly.
Monitoring
I monitored my speaking and changed the sentence immediately when I knew I
was making a mistake.
I thought of grammatical correctness when speaking.
I asked the listener immediately when I was not sure ofwhat I was saying.
Other strategies that I used when speaking
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WRITING STRATEGIES
Which strategies have you used when engaging in this writing task? Please put a
•S in front of the statements describing your writing strategies. If you use other
strategies, please describe them in the space provided.
Planning Stage
I read the instructions carefully before writing so that I was able to choose the
writing style suitable for the task.
I made a rough draft in my mind before starting to write.
I made an outline of what to write first.
I asked a teacher to check my outline before starting to write.
When planning how to write, I wrote down the ideas in Thai and then listed
vocabulary that I would use.
Writing Stage
I wrote down everything that came into my mind.
When writing, if the task was similar to the INPUT, I just copied the INPUT and
changed some words.
I tried using new sentences I remembered from reading or films.
I thought in Thai and then translated the idea into English.
I thought in English when writing.
I copied sentences relevant to the topic I was writing then connect them together.
I used discourse markers such as because, therefore, etc. to link the ideas.
While writing, I paid attention to content rather than grammatical correctness.
I used my coursebook to provide sentence patterns.
I used my coursebook to give me ideas about the content ofmy writing.
I wrote more than one draft before submitting the work.
Dealing with Vocabulary
When I got stuck with vocabulary, I asked either a friend or a teacher to help.
I looked up words in a Thai-English dictionary when I didn't know vocabulary.
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If I didn't know the exact vocabulary, I tried to explain my idea by using other
vocabulary.
I checked how a word is used in an English dictionary so that I was able to use the
word correctly.
Checking
I checked spellings at the end ofmy writing.
I checked grammatical mistakes when I finished writing.
I checked organisation of the text when I finished writing.
I had a friend to check my writing for grammatical corrections because I was not
able to see my own mistakes.
I had a friend to check my writing for relevant content.
The grammatical aspects that I corrected were subject-verb agreement, tenses and
articles.
I used my coursebook to check if grammatical constructions were correct.
I used a grammar reference book to check my grammatical construction.
I knew the sentences I constructed did not sound English but I didn't know how to
correct them.
Revising Stage
I read aloud my writing when revising so that I knew if it sounded correct or not.
I did not revise my writing.
When revising, I changed words that I used too frequently.
Other techniques that I used to complete a writing task
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PLANNING
When you see this task, what do you think? Please explain your thought either in
Thai or in English by answering the following questions.
1. Can you perform this task?
2. How much time do you need to complete the task?
3. Have you ever done a task like this before?
4. Which part of the task will be easier and why?
5. Which part will be the most difficult and why?
6. Which will be the most efficient strategies for completing the task?
7. Do you need any help or other extra knowledge in order to do this task?
8. How will you get it?
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MONITORING
While doing the task, try to answer the following questions.
1. Do you understand what you are doing?
2. If not, which part don't you understand? Why?
3. If you don't understand the task, can you use the knowledge you have to
understand it? How?
4. Do you have enough knowledge to do this task?.
5. When you have a problem, how do you solve it?
6. Do you spend time as planned to do the task?
7. Do you have to change the strategies that you chose in the planning stage when
you are actually engaged in the task? Please explain in details
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EVALUATING
Answer the following questions after you finish the task.
1. What is the objective of this task?
2. Do you think you have reached such objective after completing the task?
3. Can you apply the knowledge you have to complete this task?
4. How much knowledge you have learned in this Unit help you to complete the
task (answer in percentage)?
5. Do you go over the task again before handing it in?
6. Which aspect that you go over?
7. What do you change?
8. Do you check if you have completed everything as required by the task? How?
9. Are the strategies that you chose to complete this task efficient enough or not?
10. If not, explain why?
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Record Sheet for Outside Class Activities
Date from to 1997
This week, I have participated in the following outside class activities in
order to help me improve my English
Activities time spent Place
I have learned something new from doing such activities e.g.:
I chose to do such activities because
These are the problems I had when I was doing such activities
I solved these problems by






-Was the teacher explain or elicit from the students when she introduced the learner
training activity?
-What was the content of the explanation or the elicitation (e.g. objectives of the activity,
how to do it, etc.)
-What were the students' behaviour or reactions at this stage (e.g. attentive, bored, do
other things, etc.) please describe
-Do you think the students understood what the teacher asked them to do? How can you
tell from the video?
-If they didn't understand or follow what the teacher was doing, do you think what
seemed to be the problems?
What are the overall comments that you get from this class? (please include the teacher's
teaching and students' behaviour)
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LNG 101
general english for science and teqlojogy
UNIT 1 SAFETY
STARTER Tools can cause injuries (e.g. cuts on your hands) ifyou don't use them
——————
properly. Think about the tool3 in the last two Sections. What rules can you
thinkof for using them safely?
6amcway
©
1 Use dark goggles or a handshietd.
2 Never use compressed gas cylinders (or
working on.
3 Do not put oil or grease on oxygen valves or
fittings.
4 Keep hose Ines out of gangways.
5 Do not let cylinders get hot
6 Keep fire extinguishing equipment near you.
7 Make sure there is nothing near you that burns
easily.
6 Do not lift cylinders by their valves or fittings.
9 Use screens to protect other people Irom glare.
10 Never handle a hotworkplace.
11 Store cylinders so that they cannotmove.






In ihe drawing below, point to the following:
cylinders; valves; fittings; goggles; gangway; handshield;
fire extinguishing equipment; screens; hose lines.
STEP 2
Look at this drawing. It shows gaswelding equipment being used
INCORRECTLY.
a Say what iswrong,
e.g. Theman isn't wearing goggles
b Give the appropriate safety rules.
STEP 3
Findwords in the INPUT similar inmeaning to the ones in bold type. Rewrite
the sentences using the newwords.
a Don't put your hands on the workpiece.
b Keep yourself safe in the workshop bywearing the right clothes,
c Put tools away in the proper place,
d Don't allow electrical equipment to get wet
e Ifyou don't put tools bade after you use them theymay get lost,
f In gaswelding you use oxygen and acetylene stored under pressure.
STEP 4
Why do you think the safety rules in the INPUT are necessary? Find rules
which match these reasons.
You could damage your eyes.
You could start a fire.
Itmight cause gas to escape from the cylinder.
The oil could ignite.
The cylinders could get hot




FOCUS STEP 5 Prepositions
Find these prepositions in the INPUT:
on; out of; by, near, to.
Use them to complete this passage.
In gaswelding there are certain rules to follow. Don't put the
workpiece a surface thatwill bum Nevermove the
cylinders their hose lines. Keep equipment gangways.
the cylinders. Take toolsMake sure nothing hot comes
back the store after use.
STEP 6 Stating rales
We can state rules, like this:
Always use goggles or a handshield
OR
Never
Do not handle a hot workpiece.
Don't







*■ 1 !■» _ |
b Now make similar rules about what to do ifa fire starts in the building where




a What are the reasons for the aircraft safety rules in Step 6? Match themwith
the reasons in this list.
It might be difficult to get out of the exits easily.
The aircraftmight not be able to send and receive messages properly.
Itmight start a fire.
Youmight not get out of the aircraft quickly enough.
It might fall on your head.
Youmight be thrown out ofyour seat.
b Write out your rules and the reasons for them, like this:
Ifyou smoke in the toilets, youmight start a fire.
OR
Ifyou do not know where the exits are, youmight not get out of the aircraft
quickly enough.
c Make similar sentences using your answers to Step 4.
d Think of the reasons for the rules youmade about fire safety in 6b. Write out
the rules and the reasons as above.
TASK A lot of dangerous materials are used in workshops, e.g. inflammable liquids,
like petrol Make a set ofsafety instructions for working with inflammable
liquids.




(BCRAL ENGLISH FOR SCIENCE AND TECHNOLOGY
UNIT 2 TELECOMMUNICATIONS
STARTER What forms of telecommunications are there?What are their uses?
Britain's satellite communications system is expanding.
Are you making full use of it?
Local exchanges are connected
by cable to the International
Telephone Exchange.
An underground coaxial cable
connectsBBC and IBA TV with
the Television Switching Centre.
Underground cables connect





























Here is a list of stations along the satellite transmission route. Put them in










How are the signals transmitted between each two points?
e.g. Signalsare transmittedby cable from local exchanges to the
international telephone exchange.
STEP 3
What does each of the stations do along the transmission route?
e.g. The international telephone exchange collects all international calls and
transmits them to the London Telecom Tower.
STEP 4
IkGAMBOLS /rr wad Bouuceo off a\( satellite seventv twa? 1V tmou5amc miles oltt /
f 1 madb am oveeseas^[ telepwome call tdpav,
v_ rj space 5—7 t\
LI1 iW /][ jW
(&that seea<s aion® wav roumd
- 2.o3 6
What are the advantages of satellite communication?




FOCUS STEP 6 Prepositions
Complete this textwith prepositions from the INPUT.
A satellite phone call goes your telephone the local exchange
and is sent the international exchange here it is
transmitted cable the Telecom Tower London and
then microwave the earth station. The earth aerial beams the
signal the satellite, which is positioned 35,800km ■ the equator.
STEP 7 Describing a sequence 1
Look at this diagramofhow a sound recording ismade. Order the sentences
below tomatch the numbers on the diagram.
The electric currentmakes a stylus vibrate.
Amicrophone picks up the soundwaves.
The stylus cuts a groove on a rotating disc
The music produces soundwaves.
Themicrophone turns the soundwaves into an electric current
STEP 8 Describing a sequence 2
Here is a diagramofhow sound is reproduced from a record,
a Copy the diagram,
b Number the stages in the sequence,
c Write a sentence to describe each stage.
Can you describe how recording and reproduction is done using tape?
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STEP 9 Passive forms
Look at these examples:
active: The satellite receives the signal
passive: The signal is receivedby the satellite.
Using the passive, describe how a telexmessage is sent from a teleprinter in
America to one in Manchester. England





verb noon (agent) noun (action)






TASK Look at this diagram. It shows howa long-distance business phone call is
sent
a Copy the diagram and complete it Showhow themessage is taken to the
telephone receiver at the other end








RAL ENGLISH FOR SCIENCE AM) TEQNUOGY
UNIT 3 ENGINE TYPES
STARTER Why does a balloon fly like this?What kinds ofengineswork in the same
way?
ill?! INPUT In 1903, the first aeroplane flew. It was powered by a petrol engine. This
kind ofengine is still used in some aircraft. However, most aeroplanes of
today have jet engines. How do these two types ofengine differ?
The PetrolEngine
The fuel and airmixture enters the cylinder. The
piston rises and it compresses the mixture. The
compressedmixture is ignited by the spark. As
the combustion gases expand, they push the
piston down, and the crankshaft turns. On an
aircraft the crankshaft is connected to the
propellor. In a car it transmits power to the wheels
The Jet Engine
The compressor sucks air into the engine, and
compresses it Then the compressed airmixes
with the fuel and thismixture is burnt in the
combustion chamber. The combustion gases
drive the turbine. This drives the compressor.
The exhaust gases escape from the engine




Copy the drawings of the engines, and label them with the following words
fuel and air mixture; cylinder; piston; spark; combustion gases;
crankshaft; propellor; compressor; combustion chamber;
turbine; nozzle; exhaust gases.
Use arrows to show the movement of air and gases through the jet engine,
and to show how the parts move on the petrol engine.
STEP 2
Find words in the INPUT similar inmeaning to these expressions;
begin to burn; type; get bigger; be different; joined;
supply power to (x2); leave; make smaller; pulls into;
goes up; sends.
STEP 3
Which engines Get. petrol, diesel, rocket) can be used in each of these?
Give reasons.
car; lorry; aeroplane; spacecraft; ship; motorcycle; train.
STEP 4 Listening task
LANGUAGE
FOCUS STEP 5 Subject-verb agreement
Write these sentences with the correct form of the verb.
a The exhaust gases (escape) from the engine through the nozzle,
b The spark (ignite) the mixture.
c The air and the fuel (mix) together in the combustion chamber,
d The fuel and airmixture (enter) the cylinder,
e The combustion gases (drive) the turbine,
f The crankshaft (turn).
g The combustion gases (expand).
h Air (enter) the engine,
i The piston (compress) the mixture,
j The air and the fuel (burn) in the combustion chamber,
k The compressor (compress) the air.
1 The combustion gases (push) the piston down,





STEP 6 Describing how something works
In the INPUT, both of the descriptions contain these three stages:
"""""toe is burred
power ispio*"*"1
fuel and airmixture enters the combustion chamber
a Put the stages in the correct order.
b Look at the description of the petrol engine and find the three stages. Do the
same for the description of the jet engine,
c Could the order of the stages be changed?
d Which of these rules should you follow when writing a description of how
somethingworks?
1 There should always be three stages in the process.
2 The order of the stages in the process is not important.
3 A .description ofa process should follow the order of the process itself.
e In Step 5, some of the sentences describe the petrol engine, and some of
them describe the jet engine. Separate them, and put them in the correct
order for describing how each engine works.
STEP 7 Linking
a Look at the description of the petrol engine in the INPUT.
What does it refer to?
What does they refer to?
Why is it sometimes used, and sometimes they?
b As the combustion gases expand theypush the piston down.
What does the word as tell you about the two actions in this sentence?
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c The drawings below show the stages in theworking ofa diesel engine;
Descnbe them, using it, they and as where appropriate.
TASK Look at the drawing below. It shows another type of heat engine: the rocket
engine.
a Make a copyof the diagram, label the parts, and put arrows on it to show the




STARTER Will robots replace people; at work? Some people say they uf. ate ino.c.
some that they create less. Who do you agree with?
m INPUT
ROBOTS-THE IDEAL WORKERS?
We hear many complaints about work in factories;
the work is often boring, heavy and repetitive; the
operative does not have to think about the work;
he gets no job satisfaction.
The answer: a robot. For many jobs a robot is
much better than a human operative. Once it lias
been programmed, it will do its job over and over
again. It never gets bored; it works at a constant
speed; it doesn't make mistakes; its work is always
of the same standard; it doesn't get tired; it doesn't
go on strike; it can work for 24 hours a day
without breaks for food, rest or sleep; it doesn't
lake holidays or demand higher wages.
Robots have other advantages, too. They can be
designed to do almost any job. You can't change
the human body, but a robot's arms, for example,
can be made to move in any direction. Robots can
also do very heavy work and they can operate in
conditions that are too dangerous, too hot or too
cold for people to work in. They can work under
water, in poisonous gas and in radioactive areas.






!jook at the pictures of the robots working. What do you think each one is
doing?
STEP 2
The text talks about the advantages of robots. Make a list of these
advantages, and the disadvantages of human beings that are implied.
ADVANTACaSCX-ROHOWS
e.g. They never get bored.







Complete this paragraph with appropriate words from the INPUT.
Robots are particularly useful for in placeswhere
die. They don't air, so they can be used in space or
Special have also been for handling
materials. A number of industrial andmilitary are also used to
in gases. So in many ways robots mean that people do
not have to in jobs. But, ofcourse, are still
needed to and repair the rolots.
Find words or expressions in the INPUTwhich mean the same as:
worker boring, because it never changes
to stopWork for e.g. higher wages unchanging
enjoyment of your work
STEP 4
Read this text about the advantages human beings have over robots. Make
notes of the main points.
It is obvious that robots have many advantages over human beings.
However, it is also true that humans can do many things that robots can't. For
example, humans can carry out a task without having to be told exactly how
' to do it first - in other words, they don't always have to be programmed.
Humans can walk, run, swirn, drive cars, fly aeroplanes, and so on, but robots
are usually fixed in one place. If they are able to move, robots can do so only
in a very limited way. Another advantage humans have is the way the same
person can do jobs as different asmaking a cup of tea and designing a new
type ofmotor car. And unlike robots, people can knowwhether what they
are doing is good or bad, andwhether-it is boring or interesting. Also, robots
are only just beginning to be able to understand speech andwriting, but
humans can communicate easily with each other by these methods, and by
many others - telephone, drawings, radio, and so on - aswell.
And we should not forget that robots owe their existence to humans - we
make them, repair them and control them, not the other way round. Finally,





FOCUS STEP 5 Negatives
. Change these sentences like this:
A robot nevergets bored. A robot does not get bored.
Robotsnever getbored. —> Robotsdo not get bored.
a Robots never complain,
b A computer never makes mistakes,
c The human liody never changes,
d A robot never eats,
e Some satellites never return to Earth,
f Machines never demand higherwages,
g Somematerials never decay,
h Awet bird never flies at night.
STEP 6 Contrasts
Use the information you put down in Stops 2 and 4 to compare robots and
people, '
e.g. Aman needs to rest, but a robot doesn't.
Robots have to beprogrammed, butpeople don't.
Continue.
STEP . 7 Giving reasons
You are planning a factory operated totally by robots. Make a lisi of the
things you don't need and say why,
e.g. You don't need a canteen toprovidemeals, because robots don't eat.
STEP 8 Too/enough
This factory is too dangerous forpeople to work in.
Thismeans the same as:
This factory is notsafe enough forpeople to work in.
Change these sentences in the same way.
a Thaimetal was not cool enough to touch,
b . This material is not soft enough to bend,
c The water was loo cold to swim in.
d The job was not interesting enough forme.
• e Mywages are too low to live oh.
f Hie breaks are not long enough to get a good rest.
STEP 9 Comparing abilities
Look at this comparison:
A man can thinkabout his work, but a robot cant
Make sentences from these cues. The cues are not all in the right order.







d Jet aircraft/fly at very high altitudes/propellor-driven aircraft
e Human beings/work without air/robots
Ipfl STEP 10 Listening task






TASK You are going on an expedition across the Sahara desert. You can take
™~~
either a car or a camel.
























STARTER Metals have different properties, which make them suitable for different
jobs. What properties do you think these commonmetals have: copper, cast
iron, lead, aluminium, steel?
gjjjl INPUT
This is a bar o< high
cartion stool known as
silver stool. The carbon
content is approximately
1%. The mild stool has
only-1%.
This Is a bar ot low
carbon stool black
ormild stool
Nowwhat I'm going to do
today is to soe what offcct
hoating has on those two
pieces o( stool.
Arid lor the low
cartxxi stool?
I irst wo put thorn in a vice
like this. Ihon using uniform
hammor blows, wo will soo
howmany blows it takes to
bond thcrn to grjr* Keep
count.
So howmany blows (or llie
high carbon steel?
Now I'm going to heat the
othor (xkIs ol (hose two
bars to a cherry rod. Can
you tellmo what
tomporaiure Dial will bo?
So. now we've heated ttie
bars to a cherry red and
quenched them in a
special type o( oil. Now we
can put them back in the
vice. Count how many
tilows.
This is tho low carbon
stool.
Yes. 800 or 850 dogroos
Centigrade Now I'll put
them both in tlxs furnace
800
degrees?
Fine. And now the
silvor steel.
So one blow and it
fractured.
What effept has heating
and quenching had on
those two pieces of steel?
Well, the shiny steel won't
bend anymore.
Yes. it's made that one
the stiver steel very












Make a chart like this. Fill it in using the information from the experiment.
boj easkot\ oarbon















There are several names given for each of the two pieces of steel. Write
them down in two lists.
STEP 3
In the INPUT pictures point to the following:
hammer; furnace; vice; quenching oil; low carbon steel; high carbon steel.
Find words in the INPUT which mean the same as:
easily broken; it won't bend
to break
to make something hot






Can you answer the teacher's final question? Why did the silver steel break,
when the mild steel showed no change?
STEP 5 Listening task
Listen to the cassette and say whether the following statements are tiue or
false. Correct any that are false.
Metals are easy to distinguish from non-metals.
Magnesium burns easily.
All metals have the same properties.
All metals are shiny.
Most metals react with oxygen.
Silicon is a hard metal.
Sodium, calcium, potassium andmagnesium are all metals.





FOCUS STEP 6 Quantities
Note the plural:
a piece ofsteel two pieces ofsteel
a barofsteel four barsofsteel
Make the plurals of these:
a tin ofpaint
a box of tools
a piece ofplastic
a pound ofcopper
a skip of iron ore
a set of numbers
a column ofdigits
a block of steel
a layer ofnickel
STEP 7 Reporting
Instructions for tempering a steel chisel
1 Take a steel chisel.
2 Hold the chisel firmly in a pair of tongs.
3 Place the chisel in a furnace.
4 Heat it to 850 degrees Centigrade.
5 Take it out of the furnace.
6 Quench it in tepid water.
7 Clean the toolwith emery cloth.
8 Gently re-heat it over a bunsen burner.-
9 When the metal reaches the required temperature, quench it again.
Now turn these instructions into a report, like this:
First we took a steel chisel. We...
STEP 8 Reportwriting 1
We want tomake a report on the experiment in the INPUT. The tense we
use is the past tease. In the following report, put the verbs into the correct
tense and use the information from your chart to complete the report.
The experiment (hi ;) to show on steels with different
contents. The teacher (taki:) two pieces of steel, onewith
. .. and the other with .. He (put) them in a .. . and,
using he (bend) them to ... The mild steel bar (take)
blows and the silver steel '.. Then the teacher (heat) the
bars to and (quench) them in . He (place) them in the
vice again and (hit) them with the hammer to try to bend the other ends. The
again (take) blows to bend it, but the (dkeak)
with just . We noted, then, that and (make) the
silver steel very , but that the (snow) no change. We





STEP 9 Reportwriting 2






In the report above, find each of these stages.
STEP 10 Report writing 3
Note these expressions. They are often used in report writing:
Our conclusion was that
We observed that
The aim of the experiment was to
this effect was caused by
this effect was the result of
Substitute these expressions for the ones used in the report.
TASK Look at these pictures. They show the steps in an experiment. First of all,





GENERAL ENGLISH FOR SCIENCE AND TECHNOLOGY
UNIT Q PUMPING SYSTEMS
STARTER Every pump is part of a system formoving fluids. The human body has a
system for moving blood. How does it work?
m INPUT
^ Mctk?! I'm a blood eeH
and I'm going to take
, uou on a tour round
wis body's Wood system:
00
Here, wt are in the_
heart again, but
this time in tiie "
. left side, all ■* ,
► ready to be pumped
into the arteries. You'
will have guessed!
by now {hat -the. ^
heart is really two
pumps side by side.
FHere we are wow in theventricle."The. heart mus
are starting to contract,
so the pressure in here is
quite high now.We're about I
to be pumped into one i
of the arteries to take
up to the lungs.
Here wege!
[Wdre going into the heart
through a /alve and into tkcj
right auricle .This is like \
' a collecting chamber and
then weir be sucked
[the right vtentricle.
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We've got our oxygen now, but
before we go off round the body
we have to qo back to the heart"
Ybu see, after going through the
lungs we're not at a high.enough '
pressure to take us alt round wie
body. So the heart has to boost,
the pressure.
..*-u3






at a very high
pressure now.'
6>ut weVegot








1 ii ii i i i i







The left side of the heart
The arteries
pumps blood to the lungs.
carry blood from the heart to the body tissue.
is a kind ofpump.
carry blood to the heart.
is pumped from the lungs back to the heart.
pump blood into the ventricles.
supply the bloodwith oxygen.
pumps the fresh blood into the arteries.
STEP 2




a On your diagram label the auricles and ventricles,
b Extend the blood vessels at the top of the heart tomake a complete
circulation diagram through the lungs and the body tissues
c Put in arrows to show the flow ofblood through the system
STEP 3
Use these expressions to replace those ofsimilar meaning in the INPUT,
drawn; next to each other; increase; enter; get smaller; return; collect; exit;
blood vessel (2).




FOCUS STEP 5 Describing a system 1







1 Water vapour from the sea rises.
2 Thewind picks up thewater vapour.
3 Thewind carries thewater vapour towards the mountains.
4 Themountains push thewet air upwarda
5 The temperature is lower up the mountains. The water vapour condenses
into cloud
6 The condensedwater fallsas rain. <
7 The rainwater runs down through rivers and streams to the sea
This description is very simple. It follows the diagram in numbered stages,
explainingwhat happens at each stage.
Make a similar description for the heart and blood system. On your diagram
number the stages first, thenwrite a sentence to explain each stage. Begin
like this.
1 Oldblood goes into the right auricle.
2 Thebloodissucked into the right ventricle.
Continue.
STEP 6 Linking clauses
The description of relief rainfall is very simple, but there is a lot of repetition
in it. We canmake it much shorter like this.
Wafer vapourbom the sea rises. The windpicks it up and carries it towards
themountains whichpush the wet air upwards; where the temperature is
lower. The water vapour condenses into cloudsand talisas rain, which runs
down through rivers and streams to the sea.
What changes have beenmade to shorten the description?
Make your description of the blood system shorter in the same way.
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STEP 1 Describing a system 2
This diagram shows the flow ofwater through a domestic central heating and
hotwater system.
Study the diagram and then describe the flowofwater through the system.
Note the difference between these two descriptions:
"We're going into the rightauricle.'
The oldbloodgoes into the rightauricle.
Why are different tenses used in the different situations?
Describe the relief rainfall cycle, as ifyouwere awatermolecule. Begin like
this.
Hello,myname'sHaO, but you can callmeHforshort Fm a watermolecule
andat themoment FmBoatingaround in the sunny ffedffa but it's verywarm
andFm starting to evaporate
Continue.
TASK A tour around your place ofstudy orwork.
a Draw,a simple plan of the site.
. b Give a general description ofwhat happens at themain places on the site,
c Thke a group ofvisitors around the site, giving a commentary as you go.
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OPINIONS ABOUT ENGLISH LANGUAGE LEARNING
The best ways to learn English (in my opinion) are:
When learning English, I like to do the following things:





Self-study in the SALL
Please answer the questions about the task you do for your self-study.
1 .Describe the activity you did for your self-study.
2.Why did you want to do this activity?
3.State your own plan (e.g., find a grammar exercise that I have problem with to work
on, etc.)
4.How did you evaluate your performance?
5.What did you learn?
6.Explain the strategies you used to complete the task.
7.Did you have any problem when doing this task?
8.How did you solve the problem?
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Outline (Please explain scope of your work briefly)
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Worksheet describing the process of completing the project




4.Your plan to accomplish your assigned responsibility
activities (what to do) time allocated
5.Problems arising




Appendix B contains examples of research instruments:
Pre/post questionnaire
Questionnaire asking about students' experience of learner autonomy
Learning plans which include the first learning plan and the revised learning plan
A checklist of strategies the students used to handle language tasks: listening,
speaking and writing strategies
Worksheets on planning, monitoring and evaluating
Outside class activities record sheet
A proforma asking about advantages and disadvantages of independent study
Classroom observation sheet
Approaches and Study Skills Inventory for Students (ASSIST), both English and Thai
versions





You have learned English for at least five years before coming to the university. The
following questions ask for your opinions about studying English and about your own
experiences in studying English. There are no right or wrong answers, just answer as
accurately as possible.
Section I Attitudes
Use the scale below to answer the questions. If you strongly agree with the statement,
circle 6; if you strongly disagree with the statement, circle 1. If you more or less agree
with the statement, find the number between 1 and 6 that best describes your opinion.
6 5 4 3 2 1
strongly agree agree slightly disagree slightly agree disagree strongly disagree
1 .Learning English can be done without help from the
teacher.
2.The best thing to do when learning English is to go
to a class.
3.1 don't like to study on my own because I don't
know where to start.
4.Students should evaluate their learning progress to
see if they have weaknesses.
5.Students should have identifiable purposes in
learning.
6.Students should not learn by themselves because
they may use a wrong approach to learning.
7.When students have problems about understanding
the language, they should ask the teacher or people
who know the language to explain.






4 3 2 1
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9.The teacher should tell students what their
difficulties are.
10.The teacher should tell students how long they
should spend on an activity.
11 .The teacher should explain why students are doing
an activity.
12.The teacher should tell students what to do.
13.The teacher should tell students how they are
progressing.
14.If I had the right materials, I'd prefer to spend some
time studying alone.
15.If I study in appropriate ways, then I will be able to
learn English successfully.
16.If I do well in this course, it will be because I try
hard.
17.If I don't do well in this course, it will be because I
don't have much ability for learning English.
18.If I don't do well in this course, it will be because
the course is too difficult.
19.If I learn a lot in this course, it will be because of
the teacher.
20.1 like to Study English because it is interesting.
21 .It is enjoyable to do tasks in English.
22.Learning English is a challenge that I enjoy.
23.Learning English is a hobby for me.
24.1 have to study hard to pass this course because it is






























25.Learning English helps me to broaden my views. 6 5 4 3 2 1
26.1 learn English because I want to spend a period of
time in an English-speaking country.
6 5 4 3 2 1
27.1 learn English because it is useful when travelling
to other countries.
6 5 4 3 2 1
28.1 learn English because I want to study abroad. 6 5 4 3 2 1
29.1 learn English because I need to be able to read
English textbooks
6 5 4 3 2 1
30.If I learn English well, I will be able to get a better
job.
6 5 4 3 2 1
31 .Knowing English allows me to enjoy entertainment
more.






32.When I know I have problems in studying, I first go to
see my teachers.
4 3 2 1
33.1 have my own way of testing how much I have learned. 4 3 2 1
34.1 know what my weaknesses in studying are. 4 3 2 1
35.1 try to improve my weaknesses in studying. 4 3 2 1
36.1 want teacher's feedback on my learning regularly. 4 3 2 1
37.1 try to find out the objectives of each exercise so that I
know what to do to reach them.
4 3 2 1
38.1 often think about how I can learn English better. 4 3 2 1
39.1 learn English by communicating with native speakers. 4 3 2 1
40.1 learn English by reading English newspaper. 4 3 2 1
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41.1 learn English by watching English soundtrack movies. 4 3 2 1
42.1 take an English class if I want to improve my English. 4 3 2 1
43.1 know how to study English well. 4 3 2 1
44.1 can study English without a teacher's help. 4 3 2 1
45.If I am left to do things on my own, I worry whether I
am doing the right thing.
4 3 2 1
46.1 am aware ofwhich thinking technique or strategy to
use and when to use it.
4 3 2 1
47.1 plan what to do to finish my assignment. 4 3 2 1
48.1 make sure I understand what has to be done and how
to do it before I start working on my assignment.
4 3 2 1
49.1 keep track ofmy progress and, if necessary, I change
my techniques or strategies.
4 3 2 1
50.1 check my work while I am doing it to see if I am on
the right track or not.
4 3 2 1
51.1 try to correct any mistake arising from the work I'm
doing.
4 3 2 1
52.1 am aware ofmy ongoing thinking process. 4 3 2 1
53.If I get bad feedback for my assignment, I analyse my
weaknesses so that I can improve it next time.
4 3 2 1
54.1 always analyse my weaknesses in learning. 4 3 2 1
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Questionnaire Asking about Students' Experience of Learner Autonomy
Name
Dept
This questionnaire was constructed in order to find out about the students' experience in
learning English in secondary school. Please V on the box provided at the end of each
statement.
often Sometimes rarely Never
1. The teachers tried to encourage the students to learn
by themselves
2. The teachers allowed the students to show their
opinions about what they wanted to do in the activities.
3. The teachers listened to the students' opinions before
making decisions on the content of the activities.
4. The teachers let the students self-correct their written
work.
5. The teachers had the students do a project which
involved finding information outside class to write the
project in English.
6. The teachers had the students analyse the strategies
they used to do the exercises on listening, speaking,
reading and writing.
7. The teachers teach strategies necessary to complete
the English exercises.
8. The teachers had the students analyse objectives of
each exercise by themselves.
9. Your school has an English corner which students can
use to improve their English (please V in the j j
provided)




My Learning Plan for LNG 101
1. My learning objectives for this course are
2. What I will do to reach such objectives are:
Activities time allocated
3. Materials I need in order to do these activities are:
4. I can find these materials in
5. These are the criteria that tell me if I have reached the objectives
that I set
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Revised Learning Plan for LNG 101
1. After reviewing my learning plan that I wrote, I think I have
problems trying to follow the plan:
2. My learning objectives of the revised plan are:
3. What I will do to reach such objectives are:
Activities time allocated
4. Materials I need in order to do these activities are:
5.1 can find these materials in




Which strategies have you used when engaging in the listening tasks? Please put
a V in front of the statements describing the strategies you use. If you use other
strategies, please describe them in the space provided.
Planning
I read the questions and the alternatives before listening so that I have a purpose in
listening.
I try to predict what I am listening to from the instructions, the questions, and the
pictures.
Before listening, I read the title and the instructions. Then I think about the words
that may be heard in order to prepare myself for the listening task.
To get background knowledge, I use other sources to help (e.g. when listening to
news, I read the Thai newspaper before listening).
While-listening Stage
I take notes while listening.
I try to understand every word.
I listen to only key words that help me to answer the questions.
I listen to the text as many times as I can to understand the context thoroughly
before answering the questions.
I do the task while I listen so that I won't forget the content of the text.
I wait until I finish listening to the whole text and then I do the task.
I don't pay attention to the speaker's intonation to see if the sentences I am
listening to are statements or questions.
I pay attention to the tone of the speaker in order to understand his feeling.
I look for discourse markers such as because, furthermore, etc. to understand the
organisation of the text.
I use my background knowledge to help me understand the content of the text.
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Dealing with Vocabulary
After the first listening when I find out that I don't know some words, I try to
find their meaning before doing the second listening.
I try to guess the meaning of new words from the context.
I try to write down what I hear but do not totally understand and keep repeating
this to myself until I begin to figure out what it might mean.
I write down only the key words which I don't know, then find out their meaning
before doing the second listening.
I don't look for key words but try to figure out what I am listening to from the
words I understand.
Evaluation
I check if I have completed the task correctly by listening to the whole text and
checking the answers.
When checking, I try not to change what I did earlier.
If the task is filling in the blanks, I check the answers by looking at spelling and
grammatical correctness.
I do not check the task before submitting it.




Which strategies have you used when speaking English? Please put a S in front
of the statements describing your speaking strategies. If you use other strategies, please
describe them in the space provided.
While Speaking
I thought in Thai and then translated into English.
I thought in English while speaking.
I spoke clearly and loudly.
I used simple words and sentences.
If the listener didn't understand, I kept repeating the same word.
I stopped talking when the listener didn't understand.
I used gestures to help the listener understand my speaking better.
I turn to a friend for help as soon as I knew the listener didn't understand me.
I rephrased the sentence when I noticed that the listener didn't understand me.
I listened to the person I spoke to carefully trying to catch the words which meant
the same as what I wanted to say. Then try using those words.
I copied useful phrases that can help me communicate such as do you mind....,
May I... etc.
I tried using expressions or idioms that I learned from movies.
I asked English speakers to correct my English when I talked to them.
I used fillers such as well..., you know..., etc. to give my time to think.
I forced myself to be more confident when I spoke English.
Dealing with Vocabulary
If I didn't know the exact vocabulary, I tried to use vocabulary I have known to
express myself.
I changed my stress patterns when the listener didn't understand me.
I spelled the word when the listener didn't understand me.
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Dealing with Stressing
I was careful about my pronunciation when speaking English.
I didn't pay much attention to my pronunciation when speaking.
I asked a person who knows English better than me to pronounce new words for
me.
I try to imitate the way native speakers talk.
I practise pronouncing difficult words in order to pronounce them correctly.
Monitoring
I monitored my speaking and changed the sentence immediately when I knew I
was making a mistake.
I thought of grammatical correctness when speaking.
I asked the listener immediately when I was not sure of what I was saying.
Other strategies that I used when speaking
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WRITING STRATEGIES
Which strategies have you used when engaging in this writing task? Please put a
S in front of the statements describing your writing strategies. If you use other
strategies, please describe them in the space provided.
Planning Stage
I read the instructions carefully before writing so that I was able to choose the
writing style suitable for the task.
I made a rough draft in my mind before starting to write.
I made an outline ofwhat to write first.
I asked a teacher to check my outline before starting to write.
When planning how to write, I wrote down the ideas in Thai and then listed
vocabulary that I would use.
Writing Stage
I wrote down everything that came into my mind.
When writing, if the task was similar to the INPUT, I just copied the INPUT and
changed some words.
I tried using new sentences I remembered from reading or films.
I thought in Thai and then translated the idea into English.
I thought in English when writing.
I copied sentences relevant to the topic I was writing then connect them together.
I used discourse markers such as because, therefore, etc. to link the ideas.
While writing, I paid attention to content rather than grammatical correctness.
I used my coursebook to provide sentence patterns.
I used my coursebook to give me ideas about the content ofmy writing.
I wrote more than one draft before submitting the work.
Dealing with Vocabulary
When I got stuck with vocabulary, I asked either a friend or a teacher to help.
I looked up words in a Thai-English dictionary when I didn't know vocabulary.
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If I didn't know the exact vocabulary, I tried to explain my idea by using other
vocabulary.
I checked how a word is used in an English dictionary so that I was able to use the
word correctly.
Checking
I checked spellings at the end ofmy writing.
I checked grammatical mistakes when I finished writing.
I checked organisation of the text when I finished writing.
I had a friend to check my writing for grammatical corrections because I was not
able to see my own mistakes.
I had a friend to check my writing for relevant content.
The grammatical aspects that I corrected were subject-verb agreement, tenses and
articles.
I used my coursebook to check if grammatical constructions were correct.
I used a grammar reference book to check my grammatical construction.
I knew the sentences I constructed did not sound English but I didn't know how to
correct them.
Revising Stage
I read aloud my writing when revising so that I knew if it sounded correct or not.
I did not revise my writing.
When revising, I changed words that I used too frequently.
Other techniques that I used to complete a writing task
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PLANNING
When you see this task, what do you think? Please explain your thought either in
Thai or in English by answering the following questions.
1. Can you perform this task?
2. How much time do you need to complete the task?
3. Have you ever done a task like this before?
4. Which part of the task will be easier and why?
5. Which part will be the most difficult and why?
6. Which will be the most efficient strategies for completing the task?
7. Do you need any help or other extra knowledge in order to do this task?
8. How will you get it?
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MONITORING
While doing the task, try to answer the following questions.
1. Do you understand what you are doing?
2. If not, which part don't you understand? Why?
3. If you don't understand the task, can you use the knowledge you have to
understand it? How?
4. Do you have enough knowledge to do this task?.
5. When you have a problem, how do you solve it?
6. Do you spend time as planned to do the task?
7. Do you have to change the strategies that you chose in the planning stage when
you are actually engaged in the task? Please explain in details
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EVALUATING
Answer the following questions after you finish the task.
1. What is the objective of this task?
2. Do you think you have reached such objective after completing the task?
3. Can you apply the knowledge you have to complete this task?
4. How much knowledge you have learned in this Unit help you to complete the
task (answer in percentage)?
5. Do you go over the task again before handing it in?
6. Which aspect that you go over?
7. What do you change?
8. Do you check if you have completed everything as required by the task? How?
9. Are the strategies that you chose to complete this task efficient enough or not?
10. If not, explain why?
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Record Sheet for Outside Class Activities
Date from to 1997
This week, I have participated in the following outside class activities in
order to help me improve my English
Activities time spent Place
I have learned something new from doing such activities e.g.:
I chose to do such activities because
These are the problems I had when I was doing such activities
I solved these problems by
(please ask for more record sheet from the teacher)
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A proforma asking about advantages and disadvantages of independent study
After being involved in learning independently in the SALL, I see the
following advantages and disadvantages of this type of learning as
follows
Advantages Disadvantages
Overall, I think this way of learning is:
very useful not useful






-Was the teacher explain or elicit from the students when she introduced the learner
training activity?
-What was the content of the explanation or the elicitation (e.g. objectives of the activity,
how to do it, etc.)
-What were the students' behaviour or reactions at this stage (e.g. attentive, bored, do
other things, etc.) please describe
-Do you think the students understood what the teacher asked them to do? How can you
tell from the video?
-If they didn't understand or follow what the teacher was doing, do you think what
seemed to be the problems?
What are the overall comments that you get from this class? (please include the teacher's
teaching and students' behaviour)
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Approaches and Study Skills Inventory for Students
(Short version)
This questionnaire has been designed to allow you to describe, in a systematic way, how you go about learning
and studying. The technique involves asking you a substantial number of questions which overlap to some extent
to provide good overall coverage ofdifferent ways of studying. Most of the items are based on comments made
by other students. Please respond truthfully, so that your answers will accurately describe your actual ways
of studying, and work yourway through the questionnaire quite quickly.
Background information
Name or Identifier ........................................... Age years Sex M / F
University or College Faculty or School
Course Year of study ........
A. What is learning?
When you think about the term 'LEARNING what does it mean to you?
Consider each ofthese statements carefully, and rate them in terms ofhow close they are toyour own way of thinking about it.
VeryVery Quite Not so Rather
dose close dose different
a. Making sure you remember things well. 5 4 3 2
b. Developing as a person. 5 4 3 2
c. Building up knowledge by acquiring facts and information. 5 4 3 2
d Being able to use the information you've acquired. 5 4 3 2
e. Understanding new material for yourself. 5 4 3 2
f. Seeing things in a different and more meaningful way. 5 4 3 2
© 1997a Centre for Research on Learning and Instruction, University of Edinburgh Please turn over
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B. Approaches to studying
The next part of this questionnaire asks you to indicate your relative agreement or disagreement with comments
about studying again made by other students. Please work through the comments, giving your immediate
response. In deciding your answers, think in terms of this particular lecture course. It is also very
important that you answer all the questions: check you have.
5 meansagree (/) 4 = agree somewhat ( /? ) 2 = disagree somewhat (x? ) 1 -disagree (x ).
Try rol to use 3 = unsure (?? ), unless you really have to, or if it cannot apply to you or your course.
1. I manage to find conditions for studying which allow me to get on with my work easily.
2. When working on an assignment, I'm keeping in mind how best to impress the marker.
3. Often I find myselfwondering whether the work I am doing here is really worthwhile.
4. I usually set out to understand formyself the meaning ofWhat we have to learn.
5. I organise my study time carefully to make the best use of it
6. I find I have to concentrate on just memorising a good deal ofwhat I have to learn.
7. I go over the work I've done carefully to check the reasoning and that it makes sense.
8. Often I feel I'm drowning in die sheer amount ofmaterial we're having to cope with.
9. 1 look at the evidence carefully and try to reach my own conclusion about what I'm studying.
10. It's important for me to feel that I'm doing as well as I really can on the courses here.
11. I try to relate ideas I come across to those in other topics or other courses whenever possible.
12. I tend to read very litde beyond what is actually required to pass.
13. Regularly I find myself thinking about ideas from lectures when I'm doing other things.
14. I think I'm quite systematic and organised when it comes to revising for exams.
13. I look carefully at tutors' comments on course work to see how to get higher marks next time.
16. There's not much of the work here that I find interesting or relevant
17. When I read an article or book, I try to find out for myself exactly what the author means.
18. I'm pretty good at getting down towork whenever I need to.
19. Much of what I'm studying makes little sense: ifs like unrelated bits and pieces.
20. I think about what I want to get out of this course to keep my studying well focused.
21. When I'm working on a new topic, I try to see in my own mind how all the ideas fit together.
22 I often worry about whether I'll ever be able to cope with the work properly.
23. Often I find myself questioning things I hear in lectures or read in books.
24. I feel that I'm getting on well, and this helps me put more effort into the work.
25. I concentrate on learning just those bits of information I have to know to pass.
26. I find that studying academic topics can be quite exciting at times.
27. I'm good at following up some of the reading suggested by lecturers or tutors.
28. I keep in mind who is going to mark an assignment and what they're likely to be looking for.
29. When I look back, I sometimes wonder why I ever decided to come here.
30. When I am reading, I stop from time to time to reflect on what I am trying to learn from it.
/ /? • • X?
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
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31.1 work steadily through the term or semester, rather than leave it all until the last minute.
32. I'm not really sure what's important in lectures so I try to get down all I can.
33. Ideas in course books or articles often set me off on long chains of thought ofmy own.
34. Before starting work on an assignment or exam question, I think first how best to tackle it
35. I often seem to panic if I get behind with my work.
36. When I read, I examine the details carefully to see how they fit in with what's being said.
37. I put a lot of effort into studying because I'm determined to do well.
38. I gear my studying closely to just what seems to be required for assignments and exams.
39. Some of the ideas I come across on the course I find really gripping.
40. I usually plan out my week's work in advance, either on paper or in my head.
41. I keep an eye open for what lecturers seem to think is important and concentrate on that
42. I'm not really interested in this course, but I have to take it for other reasons.
43. Before tackling a problem or assignment I first try to work out what lies behind it
44. I generally make good use ofmy time during the day.
45. I often have trouble in making sense of the things I have to remember.
46. I like to play around with ideas ofmy own even if they don't get me very far.
47. When I finish a piece of work, I check it through to see if it really meets the requirements.
48 Often I lie awake worrying about work I think I wont be able to do.
49 It's important for me to be able to follow the argument, or to see the reason behind things.
50. I don't find it at all difficult to motivate myself.
51. I like to be told precisely what to do in essays or other assignments.
52. I sometimes get "hooked* on academic topics and feel I would like to keep on studying them.
/ /? ?? X?
5 4 3 2
5 4 3 2
5 4 3 2
5 ~4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
5 4 3 2
C. Preferences for different types of course and teaching
5 means definitely like ( / ) 4 *= like to some extent ( /? ) 2 = dislike to some extent (x? ) 1
Try asLto use 3 = unsure (??), unless you really have to, or if it cannot apply to you oryour course.
a. lecturers who tell us exactly what to put down in our notes. 5
b. lecturers who encourage Us to think for ourselves and show us how they themselves think 5
c. exams which allow me to show that I've thought about the course material for myself. 5
d. exams or tests which need only the material provided in our lecture notes. 5
e. courses in which ifs made very clear justwhich books we have to read. 5
f. courses where we're encouraged to read around the subject a lot for ourselves. 5
g. books which challenge you and provide explanations which go beyond the lectures. 5
h. books which give you definite facts and information which can easily be learned. 5



















Finally, how well do you think you have been doing in your assessed work overall, so far?
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LNG 102 Record Sheet
Name
Department Year








Results of the Research
Appendix C contains the information related to the results of the research
- Factor pattern matrix of the subjects and the representatives of first year engineering
students' approaches to studying LNG 101
346
Factor Pattern Matrix of the Subjects and the Representatives of First Year
Engineering Students' Approaches to Studying LNG 101




Use of Evidence . 5 8







Lack of purpose .48
Unrelated memorising .58
Syllabus-boundness .61
Fear of failure .52
Loadings less than .3 have been omitted
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